Supporting Teacher Retention in a Proprietary Asian School by Shutsa, Andrew
Western University 
Scholarship@Western 
The Organizational Improvement Plan at 
Western University Education Faculty 
6-1-2020 
Supporting Teacher Retention in a Proprietary Asian School 
Andrew Shutsa 
Western University, ashutsa@uwo.ca 
Follow this and additional works at: https://ir.lib.uwo.ca/oip 
 Part of the Educational Leadership Commons, and the International and Comparative Education 
Commons 
Recommended Citation 
Shutsa, A. (2020). Supporting Teacher Retention in a Proprietary Asian School. The Organizational 
Improvement Plan at Western University, 170. Retrieved from https://ir.lib.uwo.ca/oip/170 
This OIP is brought to you for free and open access by the Education Faculty at Scholarship@Western. It has been 
accepted for inclusion in The Organizational Improvement Plan at Western University by an authorized 
administrator of Scholarship@Western. For more information, please contact wlswadmin@uwo.ca. 
  
ii 
Abstract 
This Organizational Improvement Plan (OIP) explores how best to support Green Planet 
Academy (GPA; a pseudonym), an international school in a large Asian city, in 
improving teacher retention beyond initial two-year contracts. The problem of practice 
that is addressed is the current low retention of teachers and lack of a plan to retain them. 
Through a variety of lenses, including a social constructivist worldview, self-
determination theory, distributive leadership, and transformational leadership, the 
specified problem of teacher retention problem is framed and analyzed. Teachers moving 
around to various international schools is not out of the ordinary, indeed it is almost 
expected, but understanding what positive teacher retention looks like in overseas 
education can inform best practices that can benefit both the teacher and the educational 
institution. External and internal factors are considered that are within the 
administration’s agency to make positive change. Five possible solutions to remediate the 
problem of practice are presented and evaluated. The chosen solution, a combination of 
improving hiring processes and instituting a mentorship program, is based on a timeline 
from the change path model that will create a sense of teacher empowerment. It will also 
build agency and confidence for individual teachers, which, it is proposed, will ultimately 
lead to their continued employment at GPA. Implementation, evaluation, and 
communication plans are presented to detail how GPA can communicate the change, 
move forward with the solution to keep teachers retained for longer periods of time, and 
evaluate progress. The proposed mentorship program would involve the participation of 
mentee teachers (new hires) and mentor teachers selected from among the current staff, 
as well as facilitation from administration. Mentee teachers would be expected to develop 
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goals throughout their time at GPA. Mentor teachers would be in an advisory role, giving 
suggestions and scheduling regular check-ins. Administrators would be responsible for 
ensuring the smooth running of the program. Finally, next steps are explored that involve 
making the mentorship program even more rigorous, streamlining some hiring practices, 
and considering additional pastoral care elements. 
Keywords: retention, mentorship, self-determination theory, international 
education, transformational leadership, change path model 
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Executive Summary 
This Organizational Improvement Plan (OIP) strives to understand the variety of 
leadership theories and frameworks and their application to improving teacher retention 
at a private school in a large Asian metropolitan area. The location of the school, as well 
as its name, has been anonymized in order to follow standard ethical practices. These 
practices protect many stakeholders in the community of educators. It is known that any 
school’s mission, vision, and strategic plan are the result of the work of many 
stakeholders coming together for a common good. 
The Green Planet Academy (GPA) a small Canadian curriculum school, with 
approximately 160 students, located in a major Asian city. The design, creation and 
execution of a mentorship program—one based upon current literature and research on 
leadership, coaching and mentorship is dependent on having a clear understanding of 
historical contexts, local Asian contexts, the context of working with educators from 
around the globe including Canada, the host Asian country, and further abroad. 
The problem of practice that this OIP investigates is the current low retention of 
teachers at Green Planet Academy (GPA), and the lack of a plan to retain them. Chapter 1 
introduces the historical, organizational, and cultural context in which GPA is situated. It 
identifies the roles and responsibilities of the author. As well, this chapter gives a 
snapshot as to the school’s current situation, including key demographics, its vision and 
mission, change readiness, stakeholders, and leadership structure. The problem of 
practice is framed using Cawsey, Deszca, and Ingols’s (2016) change path model. 
Chapter 1 outlines the lenses of social constructivism (Creswell, 2014), self-
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determination theory, and distributive and transformational leadership (Mancuso et al., 
2010), which are referenced throughout the OIP to improve teacher retention. 
Chapter 2 of this OIP begins with a discussion of leadership approaches to change 
and how those approaches fit into the overall well-being of GPA. A framework for 
leading the change process is presented. From there, a critical organizational analysis is 
conducted based on Cawsey et al.’s (2016) change readiness survey and Bolman and 
Deal’s (2017) four frames model. Based on that analysis, five possible solutions to 
address the problem of practice are presented: increasing compensation, improving hiring 
practices, organizing professional development, implementing a mentorship program, and 
keeping the status quo. The financial, time, human, and technological resources that 
would be needed are evaluated, and a hybrid solution of improving GPA’s hiring 
practices and then implementing a mentorship program is chosen. To round out the 
chapter, ethical implications are considered.   
Chapter 3 focuses on the implementation, evaluation, and communication of the 
change. How GPA can best move forward is presented using Donnelly and Kirk’s (2015) 
Plan, Do, Study, Act (PDSA) model as a framework for effective change management. In 
this case, the proposed change is a mentorship program for incoming teachers to make 
them feel welcome and work on their teaching practices through goal-setting and one-to-
one meetings with a mentor teacher. This detailed program would allow for relationships 
to foster, for the various questions of new hires to be answered before their arrival at the 
school, and for mentee teachers to have the opportunity take on a teaching goal. Mentee 
teachers, mentor teachers, and administration alike would all grow from this program.  
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The next steps of this OIP are fivefold. First, an application process should be 
developed for mentor teachers who join the mentorship program so as to get a better fit 
for the pairings. Second, the hiring process should be streamlined and organized, with 
designated roles. Third, budgetary frustrations that have been discussed during exit 
interviews should be fully articulated to the ownership group. Fourth, efforts should be 
made to retain support staff, in addition to teaching staff, as the former contribute greatly 
to the well-being of the school. Finally, it is recommended that GPA improve its human 
resource records. The proper implementation of this OIP could improve goal setting, 
grow team spirit, and improve camaraderie at GPA, all of which should ultimately 
enhance not only teacher retention, but also student outcomes. 
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Chapter 1: Introduction and Problem 
Author and entrepreneur Timothy Ferriss seeks new ways to tackle unique 
situations in a variety of fields. He is a renaissance man who is well versed in many 
facets of life. In his recent book Tribe of Mentors, he interviewed physicist Michio Kaku, 
who said, “What we usually consider as impossible are simply engineering problems. . . . 
There’s no law of physics preventing them” (as cited in Ferriss, 2017, p. 39). This 
quotation can serve as inspiration to help solve the issue of teacher retention that is 
prevalent in international schools. This Organizational Improvement Plan (OIP) 
addresses this issue, analyzing and discussing how teacher retention could be improved 
upon within international education generally and within one school in particular: Green 
Planet Academy (GPA; a pseudonym), an international school in a large Southeast Asian 
city. The OIP focuses on the idea that better teacher retention leads to better school 
culture, which then improves the organization as a whole.  
It is important to be cognizant of the external and internal factors that contribute 
to teacher retention to be able to act proactively and responsibly, and to recruit and retain 
quality educators. External factors are unavoidable. In the author’s experience, with over 
a decade of overseas education, teachers sometimes leave their positions due to external 
factors beyond their control, such as getting a divorce, tending to a sick parent, or losing 
a loved one in their home country (Redding & Henry, 2018). In contrast, teachers may 
leave for internal reasons—those within their control—such as securing a job in their 
home country; choosing to pursue a higher degree, which would require relocation; or 
missing the comforts of their home country. As an administrator, I have seen firsthand 
how issues surrounding teacher retention impact the quality of schooling, both in the 
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classroom and in student–teacher relationships. Literature and research have pointed to a 
variety of reasons for teachers departing specific organizations. Some of those factors 
could be proactively addressed or supported by an administrator to bolster retention 
(Redding & Henry, 2019). “Principals who demonstrate an awareness of the needs of 
teachers, proactively offer support, demonstrate high expectations, and encourage a 
collegial environment among teachers, have been shown to retain their staff at a higher 
rate” (Robertson-Kraft & Zhang, 2018, p. 369). Administrators can thus influence teacher 
retention by discovering the factors that are within their sphere of influence, analyzing 
them, and creating a plan of action that positively supports teachers. 
Organizational Context  
This section describes the overall context of the school, as well as previous goal-
setting endeavours and successes. 
Overall context. The school was founded in 2009 by a family of educators who 
also own and operate three post-secondary institutions and one private school. Education 
is the family business. One of the family members attended a private Catholic school in 
New Zealand and completed university studies at two institutions in western Canada. 
This experience provided the impetus for the family’s passion for and respect of 
Canadian education. Following a model of Canadian overseas schools in China, this 
family originally opened GPA as a high school for students in Grades 10, 11, and 12. 
Over time, there was a desire from the ownership group to meet community need and 
expand the institution to include an elementary school. Currently, the school enrols 
students from kindergarten to Grade 12, with a distinctive elementary school until Grade 
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5, a middle school with Grades 6 to 8, and a high school with Grades 9 through 12. There 
are approximately 160 students in total.  
GPA is licensed to use a Canadian curriculum for Grades 10, 11, and 12. For a 
brief period, they were licensed to do so down to Grade 8, but an internal decision led to 
the present situation. At present, however, programming for kindergarten to Grade 9 
students follows a Canadian-inspired international program, which is accredited within 
the host country by the Ministry of Education. The teachers who deliver this content to 
students are extremely diverse, hailing from five Canadian provinces, three American 
states, the United Kingdom, Australia, Germany, the Philippines, and China, in addition 
to the local teachers. The current staff’s teaching credentials come from Australia, South 
Africa, the United Kingdom, the United States, the Philippines, Thailand, and Canada. 
During my time at the school, between 17 and 21 active foreign teachers have focused on 
the Canadian curriculum, and between four and five local teachers have focused on the 
local language and culture classes. A few teachers are specialists for programs such as 
music and physical education. Additionally, support staff workers offer valuable services 
to GPA. They include human resources officers, secretaries, information technology 
support, and accounting personnel.  
GPA is undergoing an accreditation process through the Western Association of 
Schools and Colleges (WASC), an American accrediting body that is well known in the 
U.S. and overseas. Under its guidance, as part of this process, changes may be made to 
the mission and vision, which are under consideration for possible revision. The current 
vision of the school, anonymized to protect its identity, is as follows: 
GPA is dedicated to providing a comprehensive program of instruction and high 
quality [Canadian] curriculum for all students. Our educational environment will 
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nurture 21st century skills: multilingualism, critical thinking, collaboration and 
creativity. We will inspire students to be caring and productive members of 
society as well as responsible global citizens. 
The school’s anonymized mission is “to provide our students a variety of 
educational tools they will need for tomorrow, enabling them to embrace future 
challenges and opportunities.” It is important to be proud and upfront about the mission 
and vision of the school, and advertise them during the interview process, so that like-
minded educators are all working together to realize them.  
The demographics of the student body, when the school was in its infancy, was 
predominantly composed of host-country students. The proportion of expatriate students 
has grown over the years; in 2019, the school population consisted of 70% host-country 
students and 30% expatriate students. Expatriate students comprise pupils from China, 
Japan, India, Cuba, and other Southeast Asian nations, as well as students with one host 
country parent and one Western parent. Students who graduate attend postsecondary 
institutions across the world, with Canada, Australia, and Thailand being the most 
popular destinations. 
Contextually, the city in which GPA is located is unique. Unlike some countries 
that have placed restrictions on local students being accepted into international or foreign 
curriculum programs, there are no restrictions in the host country. As of 2020, 100 
international schools were offering a foreign curriculum in the city that is home to GPA 
(Bunnell & Fertig, 2016, p. 56). In addition to popular British and American 
programming, there are other Canadian, Japanese, and French schools, to name a few. All 
of these programming options are available in addition to host-country public schools 
with accelerated English programs. Given the range of advertising seen in public spaces 
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every day, as well as what the author has seen in his position at GPA, this city has an 
appetite for the English language and overseas education.  
Goal setting and past successes. Based on day-to-day observations and 
organizational data, there is a discrepancy at GPA between the generally expressed desire 
for teacher retention and the current reality. Staff turnover is high. It is crucial for the 
administrative team and the ownership group to sit down, collaborate, and come to a 
consensus in regard to targets for the retention of teachers. As an administrative team, it 
would be prudent to use a backwards design model, beginning with specific goals and 
then breaking them down into smaller, more easily achievable tasks. The process would 
begin with defining what positive retention looks like and what GPA’s goals are, which 
are yet to be determined. For the purposes of this OIP, teacher turnover is defined as “the 
rate of departure among staffs engaged in a school for a given period” (Oke, Ajagbe, 
Ogbari, & Adeyeye, 2016, p. 77), and teacher retention at GPA is defined as 80% of 
teachers staying past their initial two-year contract.  
Taking the unique context into account, school leadership must ask itself what 
short- and long-term goals must be set in order to align with the collective vision that is 
put forward on teacher retention. GPA has already made some progress on this front in 
three broad categories: offering longer contracts, implementing exit interviews, and using 
more refined selection criteria. These categories of improvement are discussed in turn. 
The first major success of GPA was offering initial contracts two years in length. 
Originally, GPA offered only one-year contracts, even for administrative personnel. 
Having a two-year contract is beneficial for several important reasons. First, the vast 
majority of teachers stay for at least two years. Thus, extending the contract from one 
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year to two is not likely to dissuade serious candidates. On the contrary, a two-year 
contract is likely to attract those candidates who are willing to make a deeper 
commitment. At the same time, a two-year contract reduces the possibility of attracting 
what is known as the tourist teacher. Educators have been known to take a year-long 
sabbatical or, fresh out of college, want a paid one-year holiday. Such individuals simply 
do not have the desired level of investment and commitment to the school. 
A second benefit of moving to a two-year contract is that it provides a standard 
for most international schools. Given that GPA is competing with a competitor school 
located less than two kilometers away, using a standard contract length helps schools 
compete with one another.  
Third, contracting educators for a longer period halves the amount of time, 
money, and energy that administration must devote to recruitment. Additional 
recruitment efforts take time away from important duties to support teachers and 
students, and freeing up those resources would allow administrators to focus on those 
duties instead.  
A fourth reason that two year contracts are beneficial is that it alleviates pressure. 
Two-year contracts have helped to alleviate some parent concern and frustration about 
high teacher turnover rates. Their children make bonds with the teachers, and this causes 
frustration because the children do not know what to expect in the next academic year 
(Odland & Ruzicka, 2009). The school has held informal coffee mornings for parents on 
the first Monday of most months starting in the 2017 school year when the author arrived. 
These meetings have functioned as a question and answer period with the principal and 
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parents, giving the latter a chance to get updated information about the school, and for 
administrators to share our desire to retain teachers for longer periods of time. 
Hargreaves and Shirley (2009) have explained that, oftentimes, a reason for not 
having success is rushing to the finish line and not fully thinking out an institution’s 
goals. For GPA, the finish line has been sending students to Canadian and other 
universities overseas. Thus, in the past, the emphasis has been on having a large 
percentage of the student population accomplish this goal. However, stakeholders have 
not been focused on building a reliable way to maintain this path by strengthening hiring 
practices and teacher retention. GPA has data detailing where students have gone, but 
little to no data on why teachers have left.  
The second area of improvement for GPA was implementing exit interviews. In 
June 2019, the school conducted exit interviews for the first time, including questions 
that had been researched about the teachers’ experience, to collect data as to why these 
teachers were choosing new employment or relocation (Loeb, Darling-Hammond, & 
Luczak, 2005). The interviews were conducted and compiled by a teacher on staff who is 
a retired principal. This individual had experience in his home country of Australia as 
well as extensive leadership in the international realm, including in the Middle East, Asia, 
and Africa. He was well versed in a variety of programs, which made him the perfect fit 
to conduct these exit interviews. 
The third and final category of improvement is that GPA has refined its selection 
criteria. GPA has developed a list of countries that we consider to offer a teaching license 
equivalent to our Canadian jurisdiction. The organization has also implemented a system 
where candidates must undergo interviews with at least three members of the 
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administration team. We have also developed a more formal partnership with a few 
recruiting agencies; this factor is further discussed in later chapters. 
Leadership Position and Lens Statement 
The author serves as a vice principal at GPA. In this role, I am a middle manager 
at the third tier of responsibility. GPA is a proprietary school, so the ownership group has 
the final say on all decisions. The school is structured with a director and deputy director 
intermediaries between the principal and the ownership group. Figure 1 illustrates the 
model. GPA has a very hierarchical system, as illustrated in the figure.  
 
Figure 1. GPA Educator Hierarchy.  
Although there are collaborative elements, at the end of the day, the school’s 
organizational structure is hierarchical, with the director having the greatest decision-
making power. She has been trusted by ownership to make decisions. She has many jobs 
within the organization, as the parent company owns other schools including a private 
school, a technical college, a vocational college, and a university within the same city. 
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My role as vice principal is akin to Cawsey, Deszca, and Ingols’s (2016) concept of a 
change initiator, or one who makes suggestions in order for change to start. This function 
is within my capacity. I suggest items to change on a variety of topics, such as how to 
calculate teacher bonuses, how to handle advertising, and how to organize and dispose of 
recycling. I was hired at the school for my experience and to bring a fresh perspective. 
There are also elements in this position of change implementer (Cawsey et al., 2016). A 
change implementor—one who applies a final decision—is also in the author’s capacity. 
I often encourage and execute other changes to be put into operation that were developed 
by the ownership group.  
However, I am most effective in the role as a change facilitator (Cawsey et al., 
2016), which is “the one who has pushed and encouraged” (p. 49). Change facilitators 
“are the ones that frame the vision for change and/or have provided the resources and 
support for the initiative” (Cawsey et al., 2016, p. 49). This leadership position is inspired 
by my worldview and how I see myself as an educator. As a vice principal, I have enough 
of an overview to see lots of interconnected pieces that contribute to the school. 
However, there is often information I am not privy to, such as the financial aspects. As 
not having this information may not impact a decision that I help facilitate, I get only this 
partial view (Roach, Kratochwill, & Frank, 2009).  
In addition to my role as a change facilitator, there are elements of my agency of 
being what Cawsey et al. (2016) called a change implementor. I am able to assist in the 
facilitating of plans. For example, I was instrumental in the past two years in gathering 
and collecting prospective teacher resumes. Working with the principal to decide our 
hiring criteria was a great collaborative effort. I participated in classroom teacher 
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interviews and made sure to inquire as to a candidate’s short- and long-term goals. These 
data started to provide valuable information as to a candidate’s possible commitment to 
our school. Our assumption was that higher commitment would reduce teacher turnover. 
We understand that no one can predict the future, but we now have a better understanding 
of people’s goals and intentions through this portion of the interview process. 
Looking at a modern organizational theory (Morgan, 1986), it is clear that GPA 
has a patriarchal system of leadership. What is missing is the matriarchal element. 
Morgan (1986) defined patriarchal and matriarchal not in terms of masculine and 
feminine, or male and female, but rather in terms of hierarchy and rigidity. A patriarchal 
system of leadership, such as the one at GPA, is very much a ladder. As previously 
mentioned, my agency is as a change implementor and change facilitator. Although I may 
give my opinion and can influence change, if I am given a directive from above, I would 
have to follow it (barring any personal ethical dilemma, of course). I may disagree with a 
certain decision, such as when to put a recess break into the day, but as long as there are 
no ethical implications, I have to be comfortable to implement it.  
Later, I discuss my belief that the matriarchal element is missing at GPA. This 
element includes the compassion piece (Morgan, 1986). In this particular school 
microcosm, if one expresses his or her displeasure with a directive that has come down 
from above, that person is often replaced. Many teachers and support staff have learned 
not to question the authority of the ownership group, and the rigidity has pushed people 
away. Embracing a more matriarchal style, with an emphasis on compassion, may be a 
factor in keeping people at the school. This idea is important for the leadership to analyze 
and evaluate. 
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In order for GPA to properly analyze teacher retention, it is helpful first to look at 
the history of international schooling itself. There are a variety of different definitions of 
what an international school means. The term was first used to describe expatriate 
community schools. These expatriate schools started to develop for a variety of reasons, 
including religious reasons and overseas businesses commitments for families. Over time, 
local populations were included within the student bodies. This then created a market for 
educators to move overseas to meet the ever-increasing demand (Bray, 2007). 
International schools often have high staff turnover, and that includes 
administrators. In the author’s previous school, in Dubai, I had three principals over the 
course of five years. I felt like a veteran for being based at that school for five years. As I 
have interviewed GPA candidates as a vice principal, some have expressed interest in 
only a one-year commitment. Although I cannot speak to what previous administrators 
thought, or what their retention strategies entailed, there was high turnover. The school 
opened its doors in March 2009 as a high school, and our current principal is the fifth and 
longest tenured, at four years as a vice-principal/principal, within the organization. High 
administrative turnover sends a message of a lack of confidence in the school. As Finster 
(2015) stated, administrative turnover is a problem to acknowledge, and it has a direct 
correlation with teacher retention: 
Teachers are less likely to return to the same school both when a principal is 
leaving and at the end of the first year of a new principal. I also measure the 
characteristics of teachers who leave during principal transitions. Teachers who 
leave during principal transitions are no different on any demographic measures I 
examine than teachers who leave the schools at other points of time. (p. 10) 
Knowing and understanding the social and historical pieces of an educational 
puzzle is a major component of the constructivism theory put forward by Creswell 
(2014). The historical piece borrows from transformative theory. This theory, an integral 
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part of social construction, looks at both political and social justice. The social 
constructivist viewpoint emphasizes theory. One could argue that it is a post-positivist 
approach. In the post-positive worldview, thinking is linear—i.e., black and white. If one 
looks at a political notion (transformative), makes a determination that there is a root 
cause for a certain educational element (post-positivism), and looks at the consequences 
and applications in our everyday lives (pragmatism), one then forms one’s own theories, 
or socially constructs those theories.  
Koester and Lustig (2013) stated that there are three levels of adapting to culture: 
doing, being, and becoming. There are different engagement levels of all three, and as 
both students and educators in an international context, everyone is at various stages of 
understanding. I believe these levels have cultural implications that shape us. This is 
where post-positivism and social constructivism overlap. “International also means 
interdependence where there is an overlap with many groups of people and of things like 
the economy, history, philosophy and culture” (Kowalski, 2017, 4:15).  
At GPA, we have a leadership structure that is also explored by Adams and 
Buetow (2014) in that it is very hierarchical. Many of the ideas that upper management is 
sharing are based on strands of thinking that those individuals experienced in previous 
schools. Western administration then brings in their perspective from various 
international schools in other countries. What brings together a teacher’s skill set and 
student success, and how they pertain to retention, is the notion of teacher comfort within 
a given school. Teacher comfort is by far the biggest measure for retention. Teacher 
comfort is layered and includes many factors. Mancuso, Roberts, and White (2010) 
researched the factors that inhibited or reduced teacher comfort. “The three most frequent 
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responses were poor school leadership, dissatisfaction with salary and personal 
circumstances” (Mancuso et al., 2010, p. 307). I discuss each of them in turn. 
First, leadership can play a large role in fostering teacher happiness and comfort. 
There is “relatively strong evidence that school change and climate start at the 
administrative level” (Sass, Seal, & Martin, 2011, p. 212). Positive leadership is also a 
reason why someone may want to stay in a school. Several factors, such as a strong 
mentorship program and leadership that regularly checks in, show the importance of the 
emotional component to teaching and the value of attending to it.  
In 2018, I had the opportunity to attend a leadership conference hosted by a larger 
school in the area. The seminar was presented by the former superintendent of a large 
Catholic school board in Canada who was one of the educators behind the Gainesville 
Model, a more transformative leadership model in the U.S. credited by Presidents Bush 
and Obama. Seminar leaders said that the worst reply someone can give when 
interviewing for a position with an international school is simply, “I want a new 
adventure” (S. Ballowe & J. McGrath, personal communication, March 6, 2018). This 
observation struck me as humorous as this is the answer so many educators, who 
interview with us, state in their opening remarks.  
Edmonds (2016) has illustrated how educators must go beyond this rote response 
and give a more robust answer. He has found candidates who are going beyond 
traditional answers in New Zealand, and this can be applied to other overseas locations as 
well. The applicant teacher must have a desire for proper pedagogy, pushing students in 
learning. Edmonds noted that “teachers who can really teach have a special set of 
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attributes that they’ve developed. That includes a very strong academic background, and 
a passion for children and young people’s learning” (2016, p. 14). 
It is up to leadership to make sure that they are hiring individuals who are up for 
the task. Education is an extremely service-oriented profession, and leaders need to 
ensure that students are the top priority. That means putting the best possible teacher in 
front of them. Mulkeen, Chapman, DeJaeghere, and Leu (2007) argued that proper 
interviewing needs to take place in order for leaders to ensure that education was not a 
second choice for some teachers. An interviewer needs to ask questions such as the 
following: What is the school’s mission, vision, and goals? Does this teacher align with 
the vision? Can this teacher push student thinking and focus on the service component of 
the profession? Does this teacher have the necessary skills and training to help us achieve 
our goals as a school?  
The second common factor Mancuso et al. (2010) found related to teacher 
comfort was dissatisfaction with salary. The issue of remuneration is considerable as 
asking someone to move overseas is a big commitment. Often, monetary gain and other 
factors such as attractive salaries, cost-free housing, and low taxes can motivate teachers 
to choose an international school. Given that GPA is small, it cannot compete with some 
of the bigger schools within the geographical area in terms of compensation. It is 
important that we advertise other aspects of teacher comfort and foster a caring work 
environment because we are unable to provide remuneration packages comparable to 
larger and more profitable schools.  
Finally, a teacher’s personal circumstances factor into comfort and retention 
(Mancuso et al., 2010). An international teacher should be more than an individual 
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seeking an adventure. An educator should be adaptable, flexible, and willing to work 
within a team, and should have English as an additional language (EAL) background. 
The person should also be willing to potentially work within a curriculum that is different 
from content they have had previous experience with, possessing attributes that can lead 
to success. As Odland and Ruzicka (2009) have mentioned, acknowledging problems and 
eliminating them from the school can happen through the effective hiring of staff, and 
this choice ultimately impacts why all parties are there: the education of students. 
The school is approximately 11 years old, and the current principal is its fifth. 
This lack of consistent management is problematic both for the school’s health and for 
proper policy implementation. As well, it has negatively impacted teacher morale, which 
then affects retention. Our school, prior to the hiring of the current principal and the 
author as vice principal, was heavily reliant on the tourist teacher. For proper change and 
implementation, we need to go beyond this hiring precedent. Hardman (2001, as cited in 
Chandler, 2010) found “the international teachers he surveyed to be of the opinion that 5–
6 years was the optimum period for a school to retain their services” (p. 215). He further 
found that “3 years was thought the minimum contract period needed to successfully 
implement change” (Chandler, 2010, p. 215). This OIP sets GPA upon a course to strive 
for this ideal, so that the school has success to build upon. 
Problem of Practice  
This OIP addresses the challenge of retaining teachers beyond an initial two-year 
contract at GPA. The problem of practice that is addressed in my OIP is the current low 
retention of teachers at GPA and lack of a plan to retain them. Schools that struggle with 
a lack of teacher retention have higher instances of student dissatisfaction (Ronfeldt, 
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Loeb, & Wyckoff, 2013). Thus, improving teacher retention would ultimately improve 
student well-being and educational success. “Retaining teachers is a continual and 
contemporary challenge that plagues the American education system” (Heineke, Streff 
Mazza, & Tichnor-Wagner, 2014, p. 751), and this plague extends to schools overseas. 
At GPA, although the atmosphere is positive and collegiality between staff members is 
strong, most teachers are not staying beyond their initial two-year contract length (see 
Figure 2), which ultimately impacts the school culture.  
 
Figure 2. Percentage of New and Returning GPA Educators Who Have Stayed Past an 
Initial Two-Year Contract.  
As noted above, the school has recently made a shift to two-year contracts to 
combat this tendency. In international schools, the hiring process for new teachers often 
necessitates a reworking of many policies, procedures, and even curricular content. It is 
therefore important to discern major factors that contribute to teacher retention issues. 
From this perspective, key questions arise, such as what formal systems and procedures 
could be put in place in order to improve teacher retention? What systems are already in 
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place at GPA that can be improved upon? What can I do as vice principal to facilitate 
better retention to ensure that GPA puts students first?  
Framing the Problem of Practice  
I considered several models to frame the problem of practice and lead the change 
process, including ones from Kotter (1996) and Waks (2007). I ultimately chose Cawsey 
et al.’s (2016) change path model, which I elaborate upon in much more detail in Chapter 
2. The purpose of this analysis is to develop a plan for identifying particular problems 
and formulating potential solutions. This analysis comprises five factors, the political, 
economic, social, technological, and environmental, which together form the abbreviation 
PESTE. Focusing on teacher retention, all of these factors come into play, albeit some to 
a greater degree than others. In this section I focus on the political, social, and economic 
factors, as those are most relevant to the problem at hand. 
First, there is the political factor. As mentioned, GPA has a very top-down 
leadership structure. As a result, each wrung of the leadership ladder can have decisions 
be vetoed by those above it. Exacerbating this situation is that GPA does not have well-
defined job descriptions, so there is overlap among the positions outlined in Figure 1, 
including between the director and deputy director, the deputy director and the principal, 
the principal and the vice principal, and the vice principal and the head of elementary.  
The second aspect of the PESTE analysis is economic, and economic factors 
relate directly to retention. The Southeast Asian country in which GPA is located is often 
sought out as a destination because of the potential for earnings. On average, earnings can 
go a little further in this country on basics such as food, rent, and travel. We often hear 
this factor when interviewing prospective candidates, which can be both a positive and a 
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negative. Some educators might be dedicated to exploring the possibility of staying for a 
length of time. Some, however, might be just tourist teachers. They are keen on coming 
for a short period of time and not be as interested in the country itself, as they are looking 
only for short-term financial gain.  
Part of the economics of competing as an international school is providing 
comparable compensation and competitive renumeration packages. Teachers looking to 
make job changes also look for support in the vein of professional development, which I 
touch upon later. Since 2018, GPA has added an annual stipend for professional 
development equivalent to approximately $220. In addition to a stipend, in 2019 GPA 
began detailing the remuneration package to include a breakdown of the academic 
stipend, housing allowance, and salary.  
Third, there is the social component. As previously mentioned, a social 
component is a pull factor for some educators leaving their overseas posts. Many in the 
international teaching community have a desire to eventually return home. There is an 
impetus to register with a union back home, or a pension. Often, there are family reasons 
for a move. Odland and Ruzicka (2009) investigated the factors behind international 
teacher departures and found eight key reasons (see Figure 3), chief among them 
administrative leadership (31.1%), personal factors (23.8%), and compensation (13.1%). 
It is interesting to note that their findings not only parallel what Mancuso et al.’s (2010) 
research stated—that these three factors are the main contributors to teachers leaving a 
particular overseas school—but also mirror what I have found in GPA.  
Social factors can also impact people’s decision to stay. Positive school 
experiences keep people around. The author’s intention was to be in Dubai for only two 
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years, the length of one initial contract. I ended up staying for five years as positive 
relationships and mentorships formed. This is one thing that I believe that cultivating a 
positive environment and giving staff reasons to stay will be key for GPA and could be 
implemented through this OIP. 
 
 
Figure 3. Reasons for International Teacher Departures.  
Adapted from “An Investigation Into Teacher Turnover in International Schools,” by. G. 
Odland and M. Ruzicka, 2009, Journal of Research in International Education, 8(1), p. 
10. Copyright 2009 by Sage.  
 
In The Next Steps section of Chapter 3, I discuss that there has been some 
resistance from ownership to hire people who are perceived to be better quality educators. 
The school’s hiring practices over the past few years have led to the great diversity in 
staff mentioned previously. New personnel, including support staff, are constantly 
learning and relearning systems, and new team dynamics are ever evolving. This 
environment has become problematic. Teachers have communicated directly to me 
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comments such as, “With such a high turnover of local staff, they must not have faith in 
the organization.” Data on the real reasons why teachers and support staff are choosing to 
leave simply do not exist, and I believe that gathering those data should be the school’s 
next step. 
Finally, one thing that I must realize is that I am a guest not only in a country, but 
within a family organization that is running a school. It is up to me to work within these 
communicative norms. Koester and Lustig (2013) emphasized the importance of 
intercultural communication in their book Intercultural Competence: Interpersonal 
Communication Across Cultures. Their text emphasizes the importance of being 
cognizant of communicating effectively with others. They state that no matter one’s 
background, faith, political leanings, or personal bias, communication is something that 
all humans have in common, so this is a great first step to focus on.  
Guiding Questions Emerging From the Problem of Practice 
One theme that has emerged in the author’s doctoral program thus far is that there 
is no pure form of international education (Tate, 2016). Seeing this ever-evolving 
definition of international education and paralleling this notion to service, three guiding 
questions arose to inform my inquiry: What are the main reasons that teachers stay within 
a school? What can I do in my agency to help retain teachers? How can GPA best serve 
teachers who in turn help the students? It is important to understand what factors 
contribute to success.  
One set of questions that comes from the issue of teacher retention is making sure 
that GPA is diligent at recording why teachers are leaving, to the extent possible. Starting 
to quantify personal reasons can become challenging. For example, some teachers might 
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not like to divulge what personal things are going on in their lives. In the author’s career, 
I have seen teachers depart their international posts because of an ill family member or 
troubles in a relationship. This might not be information that teachers wish to share. The 
reason for the exit interviews is not to pry, of course, but to identify factors within the 
control and agency of GPA. 
Another line of inquiry or question is the following: What happens when a 
teacher’s contract is not renewed? As noted earlier, this OIP focuses on the idea that 
better teacher retention improves school culture, which then improves the school as a 
whole. However, the inverse can be true if a teacher has a negative impact on the school 
while they are employed. If a teacher’s contract is not renewed, could this be a good thing 
for school culture and therefore retention as a whole because there is a safe space?   
Waks (2007) discussed the idea that the term groups is hard to define because 
time and place can shift its meaning. This fluidity truly is part of the issue of teacher 
retention. Members are constantly coming in and out of a group, which changes its 
dynamic. Groups making up an organization serve a purpose to the institution as a whole. 
However, institution becomes harder to define because of context. Social norms have an 
impact on what the institution would like to change and where it would like to focus. One 
must ask: What are the social norms of GPA? How can they be conveyed to prospective 
hires such that those individuals would want to retain their position at the school? 
One challenge that can arise from trying to improve teacher retention is that the 
school continues to grow, and this growth increases the number of teachers who are 
needed. With a professional group, certain leadership styles may not fit for everyone, so 
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with a larger school, we rarely will get to a place where there is zero turnover in a given 
year. 
Leadership Focused Vision for Change 
A gap is evident between current organizational change readiness and where we 
as school leadership would like GPA to be. Change drivers, as outlined by Whelan-Berry 
and Somerville (2010), are a big piece of readiness. These drivers are accepted change 
vision, leaders’ change-related actions, and change-related communication. It is 
important to be able to analyze change readiness using the factors Whelan-Berry and 
Somerville have outlined to allow for internal reflection on where the organization is 
currently situated.  
The first change driver is the accepted change vision (Whelan-Berry & 
Somerville, 2010). In order for this change driver to be executed, there must be common 
ground and a shared vision among stakeholders. Once stakeholders have that same vision, 
they ideally are on the same trajectory and have the same goals. It is important to have all 
groups—ownership, local administration, and Canadian administration—foster teacher 
retention. All stakeholders have to realize they have a valuable role in supporting the 
goal, and all must work together to achieve optimum results.  
All levels of administration at GPA have observed that having teachers who have 
stayed for more than one year has increased camaraderie and culture. A goal of GPA’s is 
to have a more rigorous hiring process in place to work toward the vision of retention 
from the outset. Sass et al. (2011) noted that having a strong hiring process is a useful 
goal in this regard. This is where my agency can come in. I can point other levels of 
administration to perceive the benefits of this camaraderie.   
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The second change driver is the leaders’ change-related actions (Whelan-Berry & 
Somerville, 2010). The end goal here is for action to be meaningful. Hiring and 
remuneration decisions could have a profound impact on teacher retention, and therefore 
they are extremely important. GPA does not want change for the sake of change. Effort 
and resources must be invested into this change, so making sure that teachers stay 
because of these aforementioned stakeholders’ efforts is important. Here the notion of 
support comes into play, where leaders should regularly check in with staff. It is common 
in international schools, as the author has witnessed, for administrators to be responsible 
not only for the day-to-day running of the school, but also for the social well-being of 
teachers. Making sure teachers have found the right dentist, a veterinarian for their cat, or 
a real estate agent for their apartment are all in a day’s conversation. When living and 
working overseas, colleagues become more than friends, as a kind of surrogate family 
(Sass et al., 2011). As Wynn and Brown (2007) stated,  
I hired you to teach. If you’re having a problem and it’s stopping kids from 
learning, I want you to let me know. I want you to teach, and I want you to know 
that we’re there for you and we will protect you. . . . My role is to do what I can to 
keep [new teachers] on board. Buddies, mentors, collaborators, good teammates, a 
shoulder or an ear, whatever it takes. (p. 680) 
The next driver is the change-related communication (Whelan-Berry & 
Somerville, 2010). What is envisioned, if GPA were to employ this change driver, is a 
scenario where current teachers feel heard and validated. Literature suggests that 
communication is extremely important for teachers when deciding whether they want to 
stay (Finster, 2015).  
One recent example of change that was implemented was in response to teachers’ 
desire for professional development. Previously, GPA did not offer a professional 
development stipend. Being in Asia, where many conferences are held to service the 
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needs of the many international schools, a small stipend has since been allocated to each 
teacher. Despite this amount not being enough to cover an entire conference, the gesture 
has led to many educators telling administration that they appreciate the support. In terms 
of communication from the administrators to the teachers, a format has been set up where 
teachers can apply for this money and write out their own professional development 
goals.  
With change-related training, a subset of change-related communication (Whelan-
Berry & Somerville, 2010), the goal is to create a school milieu where teachers feel 
empowered. One minor change we have made pertains to the teachers training teachers 
approach to professional development days. In this approach, teachers take the lead on a 
certain topic in which they have expertise and share their knowledge and understanding 
with colleagues. As an added advantage, this training method helps to foster 
independence in teachers. “We can benefit from believing in teacher leaders, trusting 
their judgment, and asking their opinions, . . . something that we sometimes forget to do 
when we are in the midst of an improvement effort” (Sweeney, 2011, p. 132).  
With change-related employee participation, employees are at the forefront of 
change and can help contribute. We are fortunate at GPA to have a group of teachers who 
now see the results of their efforts, the concrete relationships they are building, and the 
wonderful things they have done around the school. This momentum is beneficial. As an 
example of change-related employee participation that has happened in recent years, 
some teachers undertook the formation of a Leadership Club. This club, which they 
organized from the ground up, has fostered a sense of independence for older students. 
Employee participation is needed for the change vision because educators who are 
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willing to go above and beyond, working beyond their classrooms, are needed for real 
successful change at GPA.  
Aligned human resources practices is the next driver (Whelan-Berry & 
Somerville, 2010). To align these practices there must be consistency and organization 
within the human resources department, which is indicative of organization at the school. 
It shows that the school is staking care of people first. To realize the vision, GPA 
leadership needs to make a change in our hiring practices. In years past, with extremely 
high staff turnover, previous administrations were not as selective in choosing candidates. 
As staff turnover has decreased, selection criteria have become more defined. Hiring 
practices also need to be decided between the ownership group and administration, both 
local and Canadian. Is GPA interested in utilizing external services and recruiting 
agencies? Having a recruiting service prescreen a candidate does come with benefits, but 
it also comes at a cost.  
With aligned organization structure and control processes, a formalized system of 
how we would like to hire at GPA, and our desired goal of teachers staying past the initial 
contract date, is something that is important to have.  
I also believe that fostering a sense of communication between staff members and 
building a relationship based on trust is vital. Sweeney (2011) discussed how positive 
teacher evaluation can lead to better retention: 
Teacher evaluation is a formal process that is directly linked job retention, 
promotion, and tenure. The well-intentioned purpose of teacher evaluation is to 
hold teachers accountable for implementing specific practices in their classrooms. 
It often feels like a time intensive process that has very little to promote student 
learning. (p. 136)  
Rhodes, Nevill, and Allan (2004) discussed that both extrinsic and intrinsic 
factors lead to people teaching. This idea was echoed by Leithwood and Beatty (2008), 
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who called these hard factors and soft factors. Examples of hard factors include the 
paycheques that the teachers need at the end of the month and physical reasons for being 
within a school. Soft factors include issues such as support or administration, 
relationships with other stakeholders, and quality of life. Rhodes et al. (2004) and Finster 
(2015) agreed that school leadership can help improve teacher retention by changing 
these intrinsic or soft factors.  
What types of leadership styles can be implemented, and what type of support can 
be offered? Leithwood and Beatty (2008) stated that 43% of teachers tend to leave 
because of hard factors such as class sizes and paycheques. This means that 57% might 
be emotional or personal reasons. This is where leadership can mitigate some concerns or 
issues. From personal experience, I feel that internationally this is where leadership needs 
to be even more impactful. “The successful management of teacher retention in schools is 
likely to require school leaders to identify and to manage locally a complex nexus of both 
internal and external factors impinging on teacher job experience” (Rhodes et al., 2004, 
p. 76). 
Organizational Change Readiness  
Organizational readiness for change is important to assess. According to Cawsey 
et al. (2016), it  
is determined by the previous change experiences of its members; the flexibility 
and adaptability of the organizational culture; the openness, commitment, and 
involvement of leadership in preparing the organization for change; and member 
confidence in the leadership. It is also influenced by the organizational structure, 
the information numbers have access to reward and measure systems, resource 
availability, and organizations flexibility and alignment with the proposed change. 
(p. 107) 
Looking at Cawsey et al.’s (2016) definition for organizational change, it is 
evident that GPA does have some room to grow and improve. Reflecting upon previous 
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change experiences, the author’s observation is that they have not always been positive. 
Day-to-day observations indicate that GPA has done what it can to survive, but without 
discussion about a longer-range plan. With such a plan in place, teacher retention could 
be addressed, and smaller, more manageable, year-to-year goals could be made and 
reached.  
There has been some recent success at GPA with change. For example, the 
current athletic director has been great at growing our sports program and joining both an 
international and city-wide domestic sports league. Administration also provided funds to 
build a gymnasium for larger sporting events. Another positive recent change from 
administration has been switching the catering company GPA uses. It has been difficult 
to measure the effect of some of these changes because they are very recent. Prior to 
2017, with such a high staff turnover, it was difficult to measure what changes improved 
the school (Mitchell & Scott, 1998). 
Cawsey et al. (2016) has created a change readiness survey with questions under 
six major themes: previous change experience, executive support, credible leadership and 
change champions, openness to change, and rewards for change. In Chapter 2, I analyze 
GPA using each of those themes. In this section, I apply the concepts to GPA’s change 
readiness. 
As Cawsey et al. (2016) stated in their change readiness survey, the GPA would 
be resting on its laurels and simply trying to attract teachers because of its reputation as 
an international school. The organization is part of a larger family-owned educational 
group. The other institutions are extremely successful and run with efficiency. From the 
author’s perspective, GPA is often pushed to the side. The ownership group is not 
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involved in day-to-day decisions and rarely attends the school. This issue relates to the 
executive support section of Cawsey et al.’s (2016) change readiness questionnaire. 
Regular meetings with the board of directors need to happen, so that the vision, 
short-term goals, and long-term goals can be established and reviewed regularly. The 
notion of support—or the lack thereof—also comes into the questionnaire. The current 
organization does need better support, centered around communication. At present, it 
seems that there are three separate layers of management: the ownership group, the local 
administration, and the Canadian administration. There needs to be one cohesive team so 
that there can be a unified vision. The major gap is that these meetings simply are not 
happening, and a united team is needed to take on change. Currently, upper level 
leadership is not ready for change. 
Innovation is also a topic that is covered in the change readiness survey (Cawsey 
et al., 2016). At present, GPA is not a place that encourages innovation. Innovation not 
only impacts change readiness, but also teacher happiness and ultimately retention. Due 
to there being little budget clarity, teachers often do not know how much they have for an 
interesting or innovative project or club at school. This lack of transparency hinders 
innovation. One major hurdle in this regard, in the author’s experience, is the overuse of 
proposals. A more simplified procedure, followed by better transparency of the decisions 
reached, is needed.  
In this unique situation, we do have some factors at the macro, meso, and micro 
levels that impact change or have impacted change. At the macro level, we have the 
outside factor of this country often being seen as a destination for educators to enjoy 
themselves. It is a place for outdoor enthusiasts. A hike, scuba dive, or beach weekend 
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are only an hour away. As a result, we have an extraordinarily high number of applicants, 
so it is up to GPA to make sure candidates who will make a positive impact are chosen. 
At the meso level, we have the southeast Asian city itself. Often used as a teacher 
recruitment tool, we state that the city has phenomenal professional development for 
educators (which is one reason there was such a demand for the aforementioned 
professional development budget). Finally, at the micro level, we need teachers and 
administrators to implement any change and to have buy-in. Proper execution will lead to 
better camaraderie within the culture of the school (Sass et al., 2011). 
It is important to note that when it comes to better retention at GPA, all levels of 
school leadership are ready for change. There may be varying degrees of openness 
regarding a variety of issues, yet with teacher retention there is excitement. Within the 
foreign hire administration, there is a desire for action, and we believe we can show that 
positive teacher retention can impact the longevity of the school and business. This idea 
is further discussed in Chapter 3.  
Chapter 1 Conclusion  
In recent years, I have come to research businessman Yvon Chouinard, who is the 
CEO of the Patagonia company. As a self-described environmentalist and outdoors 
enthusiast, I am interested in the way he sees his company. Chouinard (2006) said: 
I think of Patagonia as an ecosystem, with its vendors and customers as an 
integral part of that system. A problem anywhere in the system eventually affects 
the whole, and this gives everyone an overriding responsibility of the health of the 
whole organism. (p. 121) 
This perception echoes much of what has been taught in Western University’s 
Doctor of Education program. Context is important, and even an individual school has 
many moving parts. Solving the issue of teacher retention could lead to so many more 
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benefits across GPA. Teachers who are there longer can foster better relationships. The 
notion of relationship building is echoed by Sass et al. (2011). Educators who are part of 
the community can start to implement after-school programs. Staff who are retained can 
get to know the community and its needs. All of these possibilities centre around the idea 
that these educators will be providing the best possible classroom experience and after-
school experience for the students. Stronger staff retention means a stronger community, 
which leads to a healthier school and better student outcomes (Robinson, Lloyd, & Rowe, 
2008). With the organizational context in mind, it is important then to make sure that 
proper planning has been put into place to develop a solution that is unique and ideally 
suited to the GPA environment. This aspect of the OIP is explored in Chapter 2: Planning 
and Development.  
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Chapter 2: Planning and Development 
This OIP is broken up into three sections. Chapter 1 introduced the problem of 
practice—teacher retention within international schools in general and GPA in 
particular—and explored GPA’s willingness to change. Chapter 2 takes a further dive 
into the frameworks and theories that support organizational change. The overseas 
environment tends to have different modes of operation than what might be typical in 
Canada, and it is important to acknowledge this difference.  
The retention of teachers is a valid and current issue. This is the case in North 
America and extends overseas to international schools (Heineke et al., 2014, p. 751). It is 
important to realize that there is a lack of continuity for teachers. Often, in international 
schools, the hiring of new teachers necessitates a reworking of many policies, procedures 
and even curricular content. It is important to discern the major factors that contribute to 
teacher retention issues. What is within a vice principal’s agency at foster better teacher 
retention? This will ultimately help GPA solve the lack of teacher retention and the 
solution to this will put students first. 
Leadership Approaches to Change  
Mancuso et al. (2010) stated that transformational leadership and distributive 
leadership often work well in international contexts. These leadership approaches involve 
stakeholders working collaboratively within teams and distributing the decision-making, 
coming up with solutions that work for the context. I believe Mancuso et al.’s statement 
to be true. Practicing transformational and distributive leadership involves placing trust in 
employees not only to do their jobs, but also to delegate important responsibilities and 
contribute to the overall culture of the school and the welfare of the organization.  
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When teachers are hired, it is important for administrators to feel that these 
educators can be trusted as professionals. This trust is an important part of staff morale 
(Bryk & Schneider, 2002). Of course, different situations require different responses, but 
the desire for these leadership styles is there. Avolio and Hannah (2008) have discussed 
that leaders often need to support one another, making sure that they are working towards 
a common goal. This trust is certainly a two-way relationship, and staff need to trust their 
administrators as well. It is discussed later in this chapter that administrators in overseas 
schools often go beyond what is typical in North America in terms of assisting in the 
personal lives of their teachers.  
Teachers’ emotional well-being and stress levels are also very important to 
consider. In overseas schools, specifically, these components can affect retention greatly:  
International and United States studies on teacher attrition reveal there is a 
significant correlation between working conditions and teachers’ decisions to 
leave or continue their work in the profession. According to teachers’ responses 
on an international survey, conducted by an ILO-UNESCO Joint Committee, 25-
33 percent of teachers suffer significantly from stress. (Dove, 2004, p. 12) 
Another important factor for teachers in their decision to work for an international 
school is the remuneration package. Part of this package includes what comes in addition 
to the salary, such as flights, health insurance, and child tuition. I explore remuneration in 
more detail later in the solutions section of this chapter. Leaders must determine how the 
school can best budget for the most competitive package to acquire, presumably, the most 
qualified personnel. This decision ties into the culture of the school, too, as educators 
think about where their children will go to school and whether they will be successful in a 
given location.  
Working conditions are a major contributing factor when examining teacher 
retention data. Odland and Ruzicka (2009) found that almost 10% of teachers left their 
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positions due to this factor. Favourable working conditions do not necessarily mean that 
all possible resources are immediately attainable. However, a supportive environment 
that respects the emotional aspect needs to be created. Professional development needs to 
be fostered. If there is a complaint, is it heard with criticism, or is it heard with an open 
mind? These aspects of the work environment are key characteristics to consider in 
effective leadership (Fernet, Trepanier, Austin, & Levesque-Cote, 2016).  
Teachers are people first, and strong leaders should foster as much potential in 
them as possible. When interviewing prospective teachers, I have found that their initial 
questions often surround day-to-day considerations such as the ease of navigating 
housing, recreational activities, hospitals, dentists, and the local metro system. Teachers 
are often concerned about the comfort of living in this location before we start discussing 
curriculum and pedagogy. In the past, we have put new teachers in contact with educators 
who have already worked and lived here for a period of time, as a kind of buddy system. 
Unfortunately, this practice faded with administrative turnover. Effective leadership 
means making sure we discuss these things with candidates and have supports in place 
for teachers if they were to accept a position. Knowing prospective employees’ concerns 
and working to meet their needs are important steps in fostering trust.  
However, forward thinking is important as well, and I believe that GPA should 
formalize this genuine check-in, follow up with staff throughout the year, and have 
mentorship continue through the new teacher’s first academic year (Robertson-Kraft & 
Duckworth, 2014). The goal would be to make sure that teachers are prepared for all 
aspects of living and working in this Southeast Asian country from the outset. A big piece 
of this preparation happens during new teacher orientation, and of course, once teachers 
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start, it is important to maintain a level of comfort as “the fulcrum for making major 
educational change is dedication to the success of the classroom teacher” (Callahan, 
2016, p. 7).  
Creswell’s (2014) understanding of social constructivism plays an important role 
and is a helpful lens through which to look when discussing teacher retention. We, as 
educators, are in a social business, and making sure teachers feel valued and appreciated 
is crucial (Keaton & Bodie, 2011).  
Distributed transformational leadership, meaning that leadership can be a team 
effort and is often distributed between a few individuals, is extremely important. In order 
for this type of leadership to be effective, the school culture must foster staff buy-in. Staff 
buy-in can be described as teachers being supportive of the mission and vision of the 
school. School improvement groups such as WASC and Middle States Association have 
discussed the need for long-term commitment from teachers. One way to assist teacher 
buy-in is through professional development programs (Kennedy, Deuel, Nelson, & Slavit, 
2011), and GPA has attempted to build such a program. At GPA, part of our professional 
development involves workshops where teachers train other teachers. Kennedy et al. 
(2011) have pointed out that this approach makes teachers feel valued, and GPA 
recognizes the wonderful talents that are embedded within given staff members. 
Leadership is effective only if the staff buys in.  
When staff agree with the direction of the school, a scenario develops in which 
they become more of a partner with the organization. Overseas, this sense of partnership 
is extremely important to have, as it ties into the idea that someone is putting down roots 
in the country. Getting staff to buy in to distributed leadership can be achieved through 
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participating in professional development, committing to long-term involvement, and 
awarding status and respect to those who have experience and expertise. “Because peers 
recognize this status and expertise, the larger community more readily accepts decisions 
about how work is envisioned and implemented” (Kennedy et al., 2011, p. 21).  
Self-determination theory (SDT) suggests that through competency, the feeling of 
autonomy and independence, and relating to peers (Martin, 2009), teachers become 
engaged in their work. Teachers who have the feeling of engagement are more successful 
in their workplace (Silbiger & Pines, 2014). Burnside (2019) has suggested that the 
motivation for competency is part of human nature. We all want to do a good job. This 
willingness, however, can be influenced positively or negatively by environmental 
factors, which correlates to SDT (Ryan & Deci, 2017). The motivation that we have 
comes when environmental factors are right. This is where my agency and my role as a 
change facilitator (Cawsey et al., 2016) at GPA come into play. It is my responsibility to 
make sure the three factors of competency, autonomy, and relatedness (Martin, 2009) are 
synchronized in order for GPA educators to do their best.  
First, educators need to be competent. Although I pride myself on being a great 
teacher, my skill set is not teaching advanced placement calculus. This is where hiring 
practices come into play. What will later be explored is the notion that, at GPA, we have 
a rather unscripted hiring process. Interviews will be set with one or two, but not all of 
the administrators. Teachers can be a valuable part of the process. This, however, is not 
the only step missing in a good hiring process. We have all met competent educators who 
lack the motivation intrinsically. Perhaps one of these reasons is the lack of support. This 
will be elaborated upon in the solutions section of this chapter.  
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Second, as evidenced in both SDT (Martin, 2009) and the British Columbia 
Principals and Vice-Principals’ Association (2019), internal motivation for growth is 
important. This factor is also appreciated by Klaeijsen, Vermeulen, and Martens (2018). 
Teachers need to feel they have the power to be autonomous. My agency comes in here 
as well. Teachers are hired to be professionals, so they need to be trusted to act 
professionally. In my experience, and as supported by Davis, Darling-Hammond, 
LaPointe, and Meyerson (2005), educators thrive when they are trusted to be 
professionals and are not micromanaged at every turn. 
The third component of SDT is relatedness (Martin, 2009). Educators—indeed all 
humans—need to be their own unique, autonomous individuals, but they also need a 
sense of connection to feel secure. Achieving a balance between these two elements is 
important. Relatedness can be fostered by having fellow educators in a similar position, 
such as forming a subject-specific team, an age-level team, or a grade-level team to 
collaborate, create connections, and act as a sounding board for ideas (Hu, Schaufeli, & 
Taris, 2011). 
Framework for Leading the Change Process 
As noted in Chapter 1, Cawsey et al.’s (2016) change path model is an appropriate 
framework for GPA to use in its attempt to make meaningful change. From my review of 
the literature, it was clear that using the change path model was the most effective way 
for GPA to enact meaningful change. Their model is broken down into four stages: 
awakening, mobilization, acceleration, and institutionalization. Each is described in detail 
in this section.  
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Two other change models I considered for this OIP were Kotter’s (1996) and 
Waks’s (2007). Kotter outlined an eight-step model for change. His steps are to create 
urgency, form a powerful coalition, create a vision for change, communicate the vision, 
remove obstacles, create short-term wins, build on the change, and anchor the changes in 
corporate culture. I chose not to use Kotter’s model as it does not have a reflective 
component and is rather too linear.  
Waks’s (2007) model also has eight change steps. Stage 1 is misalignment. If 
elsewhere social norms are changing, changes must be brought into the institution. Stage 
2, protest, highlights that there’s now less stability in the institution and a shift must 
occur. In Stage 3, ad hoc alternatives, a variety of proposals are presented. Stage 4 is 
entrepreneurship, where so-called “institutional entrepreneurs” give concrete ideas and 
stakeholders discourse on them. In the next stage, responsible innovation, responsible 
stakeholders are held accountable for some of these changes. This is followed by social 
construction, where values and beliefs are officially changing and adapting. In Stage 7, 
institutionalization, changes are put through cycles of adjustment and feedback. Finally, 
the last stage is reorganization, where change is made official (Waks, 2007). I chose not 
to use Waks’s model because although it is thorough, I believe it is too complicated and 
robust for GPA to work with at this juncture. Given that GPA is at the beginning stages 
of implementing a solution to improve teacher retention, it needs to start off with a plan 
that is less detailed in order to get a firm footing in goal setting.  
A weakness at GPA is that top leadership does not agree as to where changes 
need to be made within the organization. We acknowledge that this misalignment is 
leading to instability in the protest step. We put forward ad-hoc alternatives with a variety 
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of different proposals, and dedicated staff members are taking it upon themselves in the 
entrepreneurship stage to follow through with these initiatives.  
Where we fall short is having responsible innovation, proper social construction, 
institutionalization, and reorganization, such that GPA does not gain ground. We rarely 
have a chance to sit down with all essential stakeholders and reevaluate the issue of 
teacher retention, so we prove inadequate in the innovation step. Upper management is 
not involved with hiring decisions outside of salary. These weaknesses need to be 
examined closely. 
Cawsey et al.’s (2016) change path model comprises four steps that help 
educators put their best foot forward: awakening, mobilization, acceleration, and 
institutionalization (see Figure 4). The model gives stakeholders, whether educators or 
researchers, the opportunity to make meaningful change by looking forward but also by 
reflecting (Cawsey et al., 2016). The most meaningful piece of the change path model is 
its emphasis on reflection because it allows for modifications to be made (Cawsey et al., 
2016). Contributing factors to teacher retention are both external and internal. Thus, it is 
important to collect and analyze data in a meaningful way. For example, if a teacher 
leaves due to a lack of administrative support, that is an internal factor that GPA could 
evaluate and possibly rectify. However, if someone leaves because of a sick parent back 
in his or her home country, this is an external factor, one for which GPA cannot make 
adjustments.  
SUPPORTING TEACHER RETENTION  39 
 
 
Figure 4. The Change Path Model. 
Adapted from The Change Path Model by T. F. Cawsey, G. Deszca, and C. Ingols, 2016, 
p. 33. Copyright 2016 by Sage.  
 
The first step of the change path model, the awakening stage, is the point at which 
the organization identifies the problem (Cawsey et al., 2016). In our context at GPA, we 
are realizing that we have poor teacher retention, and this situation has great implications 
across the organization, such as school culture. It is important to let stakeholders know 
about it (Skaalvik & Skaalvik, 2009).  
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Mobilization, the next stage of the change path model, includes the important 
element of self-reflection (Cawsey et al., 2016). The administrative team must clarify 
goals and the steps needed to reach them. At this point, the organization conducts a self-
assessment. After this self-reflective component is complete, the next phase is 
acceleration, when the plan is put into place (Cawsey et al., 2016). Stakeholders must 
reflect on whether the plan is being followed and working well, and adjustments need to 
be made accordingly.  
Finally, in the institutionalization phase (Cawsey et al., 2016), GPA needs to 
maintain its successes and carry on the good work it has achieved thus far. At this point, 
it is hoped, the organization has reached its desired outcome, and there is an additional 
reflection piece about how it has achieved this goal. Teacher and administrator turnover 
is high not just at GPA but in overseas education in general. In my previous school, there 
were three administrative teams with five different leaders over the course of five years. 
The current head of school at GPA is in his fourth academic year and is currently its 
longest-tenured Western educator. When the baton passes, it is important that a solid 
structure is in place. Structure, systems, and policies need to become part of the fabric of 
the organization, and higher turnover can prevent this institutionalization from 
happening. The plan that was developed in the acceleration phase needs to be followed. 
There needs to be regular questioning, which happens in the mobilization phase, and 
decisions need to be consistently communicated to the stakeholders, as is evident in the 
awakening stage. At this point there is a constant need for reflection and review of the 
phases of the change path model that are not synthesizing data correctly.  
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Critical Organizational Analysis  
A critical organizational analysis is an opportunity for a school to reflect. With 
this reflection, a school can see what systems work well inside of it and what systems 
need improvement. With this analysis, a school like GPA can see how receptive it may be 
to change. Cawsey et al.’s (2016) change readiness survey and Bolman and Deal’s (2017) 
four frames model is used for the purposes of this section. 
Change readiness survey. As noted in Chapter 1, Cawsey et al.’s (2016) change 
readiness survey comprises questions in six major themes: previous change experience, 
executive support, credible leadership and change champions, openness to change, and 
rewards for change.  
Previous change experience. On Cawsey et al.’s (2016) change readiness survey, 
GPA scores quite low in terms of previous change experience. The school’s past 
experience with change endeavours has been poor. A big reason for this low score is that 
there has been such a high turnover of leadership as a whole, mostly the Western 
principals and vice principals. Anytime a new administrator has come in, policies and 
procedures get slightly changed, but not enough to have an impact. A big issue has been 
maintaining accurate record keeping and protocols. At GPA, 11 different human resource 
officers have come and gone in the past three academic years, each with their own filing 
system and each with their own level of experience in the position.  
Another reason for the lack of change consistency has been the disengagement of 
the ownership group. With GPA having adopted a very hierarchical leadership style, a lot 
of the day-to-day school operations are not in the hands of ownership. The owning family 
and director would not know the names of the teachers or the subjects they teach. That 
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responsibility is delegated to the Canadian administration. This is where my agency can 
come in, and I can assist in implementing the first aforementioned change drivers from 
Chapter 1. For accepting change, I can assist in getting all leadership stakeholders on the 
same page. We can discuss that retention is also good for business so that the vision of 
proper retention is adopted by all.  
Executive support. This theme of Cawsey et al.’s (2016) change readiness 
evaluation is where GPA has suffered the most. Senior management is essential to 
support change (K. M. Brown & Wynn, 2007), but at GPA there has often been a sense 
of disengagement. At present, there is no long-term vision for the school, or even a five-
year plan. These deficiencies are being amended due to our seeking accreditation from 
WASC, which is based in the United States. WASC asks for strategic plans, so one is 
currently being developed. However, had it not been for the WASC request, it is unlikely 
that this step would have happened. As sometimes happens, an external factor is a push 
toward or a catalyst for change, and that is the case with GPA’s WASC application.  
Credible leadership and change champions. The third category of Cawsey et 
al.’s (2016) change readiness survey is credible leadership and change champions. At 
GPA, upper management suffers from a credibility issue, which unfortunately leads to a 
lack of faith in them as change champions. Whereas the ownership group does have 
educational experience in local education, the director and deputy director of the school 
have no educational background. This inexperience can prove problematic for decision-
making, given that their decisions are usually based on the bottom line. Unfortunately, 
there is a common theme of proposals, questions, text messages, and emails going 
unanswered by upper-level administration. This is where my agency as a middle manager 
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can help the driver of change-related communication. Here I can stress the importance of 
making sure we are implementing our shared vision of better retention, and this 
implementation starts with us as an administrative team.  
Openness to change. In this aspect of Cawsey et al.’s (2016) survey, the school 
scores well. At GPA, there is an openness to change. Being a proprietary educational 
institution, however, many internal conversations centre around whether a decision is 
financially sound. Additionally, some proposals are either rejected or supported, but there 
is a lack of follow through on those initiatives. GPA needs to implement a scenario where 
the administrative team regularly reviews and discusses decisions.  
Rewards for change. The final theme of Cawsey et al.’s (2016) readiness survey 
is rewards for change, and GPA scores well in this regard. Good ideas, if they are 
acknowledged, often lead to internal promotions. The acknowledgement is done by the 
leadership team, and the ownership group does not stay involved which does not give the 
feel of a united front of leadership. This too is in my agency, because we can point out 
that one reward of better retention is a better atmosphere, which in turn helps the school. 
This ties to the accepted change vision driver. 
Four frames model. Bolman and Deal’s (2013) four frames model is shown in 
Figure 5. For the purposes of this OIP, the human resources, structural, and human 
resources frames are analyzed.  
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Figure 5. The Four Frames Model.  
Adapted from Reframing Organizations: Artistry, Choice and Leadership, 5th ed., by L. 
Bolman and T. Deal, 2013. Copyright 2013 by Jossey-Bass. 
 
Human resources frame. Bolman and Deal (2013) described the human 
resources frame as the analysis of stakeholders: which stakeholders are present, who is 
involved in a change effort, and who should continue to assist the community? Burnside 
(2019) discusses the notion of engagement—or in his study, teachers who were engaged. 
This engagement can be extrapolated to other stakeholders as well.  
A working definition of engagement is “a positive, fulfilling, work-related state of 
mind that is characterized by vigor, dedication, and absorption” (Schaufeli & Bakker, 
2004, pp. 4–5). A fulfilling environment is what can help its lead to retention. In his study 
of teacher engagement in China, Burnside (2019) explained that the more engaged a 
teacher feels, the higher the sense of purpose and fulfillment. Figure 6 shows the broad 
facets of teacher engagement adapted from Burnside’s research.  
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Figure 6. The Facets of Teacher Engagement.  
Currently, GPA has passionate school stakeholders, including strong teachers and 
a wonderful parent community, who are constantly trying to improve the organization. 
Where GPA falls short is with communication among groups. There are not many 
systems in place when it comes to communication. Email, internal messaging, and SMS 
text messages to parents are all used to some degree at GPA. These various channels can 
lead to confusion as there is often not one consolidated place to check information. There 
is also a divide between the Western staff and the local staff: neither tends to 
communicate what is going on in their respective spheres of influence. Specialists, some 
of whom teach in the local language, do not usually communicate their needs or plans 
with homeroom English teachers, and vice versa.  
Structural frame. Concerns with the structural frame at GPA include unclear 
policies and budgets, and a lack of transparency. As well, although the school messaging 
system has been improved, and more emphasis has been placed on internal messaging, 
SUPPORTING TEACHER RETENTION  46 
 
with specific content channels such as “prom” or “professional development,” 
communication can be still be rather cumbersome and confusing.  
Political frame. The political frame relates to the inner workings of the 
organization and how decisions are made (Bolman & Deal, 2013). GPA has a very top-
down leadership style, as shown in Figure 1. The ownership group controls school 
funding and has the ultimate decision-making authority. The local management comes 
next, with veto power, followed by the foreign management, who is there for day-to-day 
school operations. Being top-down, complications often ensue as the goals of these 
various groups can be different. The biggest issue is communication, which is dependent 
upon a relational component. This is where I see transformational leadership within GPA 
working in that there is trust put into the teachers and professional judgement.  
Possible Solutions to Address the Problem of Practice 
This section focuses on five proposed solutions to the problem of practice: 
increasing compensation, improving hiring practices, organizing professional 
development, implementing a mentorship program, and keeping the status quo. For each 
solution, I consider various types of resources that would be needed, including financial, 
time, human, and technological resources. I also review the potential consequences. After 
presenting and weighing all options, I end this section by choosing the solution best 
suited to improve teacher retention GPA. All solutions are ones that I, as a change 
facilitator and change implementor, can help to shape. I may not be able to make a final 
decision, but at a minimum, I can give my opinions.  
Solution 1: Increasing compensation. This solution is based on increasing 
teacher compensation packages. Currently, the GPA package includes a salary, a set 
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flight allowance, nominal health insurance, and a housing stipend. Although much of this 
package is common for overseas schools to offer, GPA is on the lower end of the city’s 
international schools. Increasing compensation may incentivize teachers to stay at the 
school longer as they would be less likely to be offered a more attractive package 
elsewhere.  
Financial resources. Increasing salaries and overall compensation would 
veritably impact the financial burden of the school. The director recently quoted that 
GPA is spending 90% of the school’s budget on compensation for teachers, which is 
exceptionally high and illustrates a need for revaluation. Thus, it becomes difficult to 
increase teachers’ salaries without increasing tuition.  
Time resources. There would be a considerable time commitment from the 
administrative team for its members to look at budgets and determine what salary 
increases could be workable. As previously mentioned, budgeting can also be unclear, 
which is a complicating factor.  
Consequences. In terms of negative consequences of increasing compensation, 
the amount of money coming into the school simply is not high. GPA currently uses 
between 80% and 90% of the incoming finances on staff salaries. A select number of 
recruiters can negotiate a more inexpensive recruiting fee for smaller schools, and this 
practice may not be advertised on their main website. This approach to save money on 
recruitment has been done in the past and could be revisited to mitigate expenses. 
Solution 2: Improving hiring practices and potentially hiring from within. 
This solution is based on the hiring practices at GPA. Formal practices and interviews 
need to be improved at the school because currently we do not have a set protocol. In the 
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past, GPA has worked with a variety of teacher recruitment organizations—such as 
Teacher-Teachers, based out of the U.S. (https://www.k12jobspot.com/); CoverPeople, 
based in London, United Kingdom (https://www.coverpeople.co.uk/), TriAust, from 
Australia (www.triaust.com); and Teachanywhere (https://www.teachanywhere.com/), 
which is also based in the United Kingdom. These companies were born out of a need for 
international schools to fill a number of vacancies.  
Where my agency comes in is sitting with upper management to discuss taking 
the following steps: 
1) revamping our interview questions;  
2) having the teacher interview with the principal, the vice principal or head of 
elementary, and a teacher from the prospective grade level team or year level; 
3) having the teachers interview with the director or deputy director; and  
4) using recruiting agencies and job fairs to expedite the process.  
This standardized approach ethically ties into recruiting because all people would 
have the same interview process. In recent years, the school has not followed the same 
interview process for all candidates. The interviewer who was available simply conducted 
the process. This inconsistency has led to confusion, and often a hiring decision would 
come down to comparing two candidates who were interviewed by separate individuals 
or teams of people.  
With a more structured hiring process, GPA could learn what goals a teacher 
would want to work on, and the leadership team could get to know them as educators. 
Part of the hiring practice has not included interviews with fellow teachers, which I 
believe has been an error. Teachers who would be working with this individual in a grade 
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level grouping would likely have great insights and questions to ask. It is crucial that they 
have a say in the hiring process. Having the interviewer go through a process with 
various levels of leadership is important because then each stakeholder has insight. What 
one leader may pick up on, another may not.  
An overhaul of the guiding questions for the interview should also be examined. 
The questions are rather outdated and focus on why someone wants to come to the 
country of the GPA instead of best teaching practices. Also, the questions do not allow a 
candidate to explain himself or herself. It is important for an interviewer to know a 
candidate’s educational philosophy and desire to teach, not just that person’s sense of 
adventure for moving overseas.  
As the Principals and Vice-Principals’ Association of British Columbia (2019) 
has emphasized, promotion from within can be very beneficial and can lead to retention 
amongst staff. I and multiple educator friends have gone through a program at the 
University of Northern Iowa, all done in-house, that led to improved administrative 
credentials. Similar programs could be found for teachers, improving their skills and their 
desire to remain at GPA.  
Time resources. At GPA, we have found that, without a doubt, using recruiting 
organizations is far superior than not. Searching through data banks, emails, and resumes 
is extremely time consuming. In a mid-year hunt for a Grade 3 teacher, we used a 
database, and the number of hours it took to find a suitable candidate was excessive. 
Approximately 25 contracts were offered, with not one being accepted. Our experience 
has shown that more serious candidates use recruiting agencies. With a more structured 
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and delineated interviewing process, including the use of recruiters, time could be saved 
while also improving the likelihood of finding qualified recruits.  
Financial resources. With strong recruiting companies, a cost is incurred to use 
their services. However, the time efficiencies and better quality of candidates outweigh 
that cost. If the administration is left to search for candidates, the time and cost of those 
administrators are spent on this task when they could have been going towards another 
endeavour.  
Recruitment fairs are also a large piece of recruiting. Many organizations have 
very structured fairs, including Search Associates (https://www.searchassociates.com) 
and ISS Schrole (https://iss-schrole.com). Large fairs are also held every winter at the 
University of Northern Iowa in the U.S. and Queen’s University in Canada. Although 
attending a fair is an expensive endeavour, it must be realized that if 10 candidates can 
potentially come from one fair, the trade-off is certainly worth it. Most teacher turnover is 
costly, and it has negative effects at the school level whether it is through attrition (i.e., 
leaving the occupation voluntarily or involuntarily) or migration (i.e., intra- and inter-
district movement from school to school).  
Teachers are an important resource, their production, training and recruitment all 
entail costs, and the performance of newcomers is not as high as that of veterans. 
As a result, in recent decades a growing number of states, school districts and 
schools have developed and implemented induction programs for beginning 
teachers. The objective of these support programs is to improve the performance 
and retention of beginning teachers, that is, to enhance, and prevent the loss of, 
investments in teacher’s human capital. In turn, there has been a growing body of 
empirical research designed to evaluate the effectiveness of these induction 
programs. The objective of this review is to critically evaluate this body of 
research. (Ingersoll & Kralik, 2004, p. 225) 
Human resources. As articulated in the time and financial resources sections, it is 
in the best interest of GPA to adopt stronger interviewing and hiring practices to use its 
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human resources to the best possible advantage. An improved process would cut down on 
excessive interviewing as well as miscommunication between administrators as to which 
candidates each preferred. The use of a recruiter in addition would mean that candidates 
are already vetted, and references would be available instantly at the fingertips of those 
conducting the interview.  
As evidenced by Finster (2015), new teachers cost more because of the time 
investment to train them on programs. If having a stronger hiring process helps to reduce 
teacher turnover, those human resources would be freed up for other work.  
Technological resources. The technological resources involved in this solution 
are limited. All recruiting is done online, and many candidates take it upon themselves to 
reach out. All that is needed is an internet connection and the Skype or FaceTime app, 
which the school already possesses. Technology could be used advantageously in this 
solution because a more structured interview process could lead to more detailed notes. If 
these notes were compiled into a spreadsheet or document, current administrators would 
not have to waste time confirming with one another about potential recruits. Future 
interviewers would also have access to a repository of resumes on Google Drive.  
Consequences. In terms of negative consequences of improving hiring practices, 
there is a slight financial risk involved in using recruiters. There is also an inherent risk 
that a candidate would not stay long term even with the suggested process in place. In 
fact, at GPA, there are two recent examples of teachers who broke their contracts after 
one year, and both came from a recruiter. To counter this outcome, most recruiting 
organizations do have a refund policy, or a heavy discount on a future candidate, to show 
their commitment to finding quality and dedicated educators.  
SUPPORTING TEACHER RETENTION  52 
 
Solution 3: Organizing professional development. Another area that GPA could 
enhance to improve teacher retention is organizing professional development. Currently, 
we do have some guest speakers from competing schools come in and present on topics, 
ranging from project-based learning to literacy. All of these sessions are presented by 
former colleagues or those willing to do it free of charge, which limits the scope. 
Similarly, GPA also utilizes the teachers it has on staff to conduct multiple sessions each 
year of teachers training teachers.  
Increasing funding for professional development could be a way to improve 
teacher retention. As evidenced by Fernet et al. (2016), professional development is often 
a reason why teachers decide to stay in a given region or school. By making GPA’s 
professional development program more robust, teachers may choose to stay at the school 
for longer periods of time.  
Time resources. This solution requires a time commitment from the staff, since it 
involves researching affordable programs in the area. However, this task could also 
reasonably be the responsibility of an individual teacher. There is also a time 
commitment from the participants to attend meetings and sessions.  
Financial resources. Increasing the quality of professional development, 
especially for an entire staff, will cost more. However, the cost could be offset by savings 
on the recruitment side if staff find programs they love and end up staying longer. The 
school would then have both better teacher retention and a higher calibre of teaching 
staff. 
Consequences. One consequence of increasing professional development, 
especially as a tool for retaining teachers, is that not all teachers have the same needs. As 
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a result, not everyone will see all types of professional development as valuable. For 
example, goal setting may work for one teacher, but not others. Additionally, not all 
subjects chosen for a whole school may be valuable to each individual staff member. 
Solution 4: Implementing a mentorship program. Another area that GPA could 
improve upon to address the problem of practice is organizing a mentorship program. A 
strong mentorship program can lead to stronger teacher retention (Martin, 2009; Strong, 
2009; Sweeney, 2011). Mentorship can mean many things. Not only is it about teaching 
and pedagogy, but it also can be about building a relationship with a teacher who has 
already been in a particular country for a long time (Schein, 2010). Culture is an 
extremely important part of the teaching overseas professional experience, and someone 
who is in tune with local customs and routines can be a valuable and comforting resource 
(Bakker & Bal, 2010).  
By making contact early with new hires, mentors could be a resource for them to 
reach out and ask questions ahead of time. New hires often have concerns about 
apartment hunting, finding a new dentist or doctor, or getting a lawyer to help with 
paperwork. Offering this type of pastoral care helps to resolve these concerns and gives 
the new teacher an immediate connection with a colleague at GPA.  
As well, a mentorship arrangement provides a forum for the ongoing discussion 
of professional ideas and goal setting (Glover & Mutchler, 2000). Mentors and mentees 
could meet weekly for the duration of the mentorship (Grant, 2004). According to Sass et 
al. (2011), collegiality and atmosphere can lead to teacher retention. Mentorship also 
improves teacher abilities and efficacy (Rockoff, 2008). Through a mentorship program, 
this atmosphere is fostered, and in turn, teachers feel valued. As previously mentioned, 
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our school currently relies heavily on professional learning community groups. This is a 
safe place where people can talk, discuss, and debate ideas. Further mentorship would 
allow for individualized attention, and research has shown that mentorship building can 
improve one’s work ethic and, ultimately, one’s salary (Ashenfelter, 1978). 
Time resources. Within a professional mentorship program, the time commitment 
is the main use of resources. Commitment must be secured from both the mentor and the 
mentee to dedicate time for scheduled weekly check ins and for working on the goals 
being discussed (Runhaar, Konermann, & Sanders, 2013).  
Financial resources. Although there could be some team-building costs for 
activities, a strong mentorship program can be run with no additional costs. Prearrival 
check-ins, plus the regular check-ins throughout the year, could require no money if 
volunteer teachers were doing it for their own personal experience and growth, which 
often is the case (Wollman-Bonilla, 1997). Goals being discussed with the mentorship 
program could lead to suggestions of teacher professional development, the cost of which 
could be borne by the school or the individual. These costs would not always be 
necessary and would change from case to case, making them hard to quantify at this 
point.  
Consequences. One consequence of the mentorship program is that no matter 
how regulated, it is up to the mentor and mentee to make the relationship work. Often, 
relationships like this can start strong but decline as the academic year progresses. My 
mentor check-ins with my previous administrator faded by the middle of the year because 
we both got so busy. Making sure that GPA sticks to a schedule, as well as having 
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administrators check in with both the mentor and mentee, should mitigate this decline 
from happening.  
Solution 5: Keeping the status quo. This option involves keeping things as they 
currently are at GPA. Retention rates for the past three academic years were 88% 
turnover, 20% turnover, and 40% turnover. The administrative team anticipates a similar 
number of 40% in 2020. We are currently looking to improve this percentage. Choosing 
to keep the status quo would involve no extra time, financial, or human resources. 
However, the consequence of this choice would be that GPA would keep its current 
teacher retention rate, which is disappointing to all of administration.  
Chosen solution. Table 1 presents the proposed solutions side by side in terms of 
whether the anticipated resource investment would be high, medium, or low. The solution 
that I have selected that works within the needs of GPA is a combination of Solutions 2 
and 4. First, GPA should improve its hiring practices, following those changes with a 
mentorship program. Both of these approaches have lower costs and risks than the other 
alternatives. 
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Table 1 
Illustration of the Five Possible Solutions  
Criteria 
Proposed solutions 
Increasing 
compensation 
Improving 
hiring 
practices 
Organizing 
professional 
development 
Implementing 
a mentorship 
program 
Keeping 
the status 
quo 
Overall 
resource 
needs 
High  Low Medium Low Low 
Time 
resources 
Low Low Low Low Low 
Human 
resources 
Low Low Low Low Low 
Financial 
resources 
High  Low High Low Medium 
Technological 
resources 
Low Low Low Low Low 
Major 
consequences 
Medium Low Low Low High  
Note. Low, medium, and high illustrate the levels of investment needed by GPA.  
 
Ethical Implications  
There are many ethical implications for making sure that there is strong teacher 
retention at GPA. M. Brown, Treviño, and Harrison (2005) defined ethical leadership as 
“the demonstration of normatively appropriate conduct through personal actions and 
interpersonal relationships, and the promotion of such conduct to followers through two-
way communication, reinforcement and decision-making” (p. 120). Miholic et al. (2010) 
argued that ethical leaders ask themselves what the end result should be and make sure 
the end goals are assessed.  
SUPPORTING TEACHER RETENTION  57 
 
As previously mentioned in Chapter 1, GPA is a proprietary educational 
institution. For-profit education is common today, and so, helping teachers stay at a given 
school is essential for these schools to meet their financial mandates. More importantly, 
however, improved retention among staff improves the culture and climate, thus 
contributing to students feeling safe, which improves the school and puts students first. 
The ethical responsibilities of GPA leaders thus include improving teacher retention 
because in the long run, it puts students first and gives them a more solid education 
(Brewer, 1993).  
All top leadership also share the responsibility to make sure that they are on the 
same page regarding what to look for in a teacher and how to conduct recruitment. 
Having more frank conversations is essential so that at a minimum we know the goals of 
the school. These conversations are important if any meaningful decisions are to be 
made, as they paint a picture of where we are coming from (Liu, 2017). In addition to 
embracing this philosophical approach from Liu (2017), GPA should ensure that all 
productive dialogue is transparent and clear for all stakeholders (K. M. Brown & Wynn, 
2007). Meeting this outcome clearly illustrates that long-range thinking is important. 
Long-range planning is a key component of service leadership, as it keeps the students at 
the forefront of everyone’s minds. 
Transparency is also an important consideration. Transparency connects with 
transformational leadership, and with transformational leadership comes delegation (Bass 
& Avolio, 1994). In my experience at GPA, proper delegation can occur only when we 
have two-way communication. Times when I have failed at communication, perhaps I 
have failed at ethical leadership. The same can be said for my superiors as well. 
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Unfortunately, an educational consultant who lives near GPA and who occasionally 
comes by is under the impression that all any school needs a “warm body” in some of the 
classrooms. As long as students are safe, that is all that matters in his view.  
Although safety is paramount in education, it is crucial to make sure that all hires 
are the best possible candidates for the position. GPA needs to ensure that great teachers 
are hired, ones who fit in with the ethos of the school.   
Based on the review of the literature and my agency as a vice principal who 
adheres to the transformational leadership worldview, these three issues of transparency, 
honesty, and having two-way communication will be filtered through the four conclusive 
findings of Ehrich, Harris, Klenowski, Smeed, and Spina (2015). They first concluded 
that data are essential for ethical decisions to be made. As evidenced by Odland and 
Ruzicka (2009), communication that is honest, transparent, and open is most effective. 
These data are important because they illustrate how money is spent when making 
decisions about keeping staff and when dealing with current staff. 
The second conclusion that Ehrich et al. (2015) came to was that the ethical 
question must constantly be on the principal’s mind. When any decision is made, the 
principal must ask, “Is this ethical?” With transparent and open communication, 
principals need to regularly examine what can, and should, be shared with staff. For 
example, in the case of teacher retention, a principal must be clear that a policy may 
change. A school requirement may change. However, if there’s a poor retention year, and 
someone leaves for personal reasons, it is not necessarily the principal’s place to given 
this reason to the wider school community. In the case of transparency, with the school 
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being a proprietary educational organization, the notion of clarity as to where funds are 
going is what matters. 
The third conclusion that Ehrich et al. (2015) came to is that Starratt’s (2004) 
ethical framework is a sound barometer for when decisions need to be made. Starratt’s 
(2004) framework “comprises three inter-related ethics: an ethic of care, critique and 
justice” (p. 4). The ethics of care in GPA’s unique situation is the principal asking, “Am I 
doing right by the stakeholders?” Starratt (2005) himself said, “Educators are citizens 
who act for the good of fellow citizens” (p. 126). Administrators must ask themselves: Is 
what I am doing best for the school? For the students? In the case of more open two-way 
communication, is it in the best interest of serving the students? The ethic of care refers 
to the individual and that the individual is being treated them fairly. Having open 
communication builds that trust and relationship. 
The ethic of justice means to be dealing with people in an equitable way. This is 
where my agency of exercising distributive leadership and having discussions comes into 
play. The ethic of justice, as Ehrich and Creyton (2010) stated, “has been influenced by 
neo-Marxist thinking that maintains that inequality and injustice constitute social 
practices, laws and life in general for a great many people” (p. 4). Given that GPA 
currently has two different nationalities on the leadership team and eight different 
nationalities on campus in the teaching staff, open communication and transparency are 
crucial to avoid any perceptions of injustice.  
The ethic of justice also ties into items such as salary and transparency. Middle 
management at GPA has offered the opinion that salary scales should be consistent and 
uniformly applied. Middle management has also made sure that there are organized ways 
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for teacher and staff check-ins for complaints. The implementation of a well-enforced 
mentorship program that discusses goals also lends itself to more open communication. 
As noted, Finster (2015) said that soft factors from administration such as communication 
can help teachers stay in a school. Sweeney (2011) discussed how the strength of a 
mentorship program can be placed on the trust between colleagues, and this can be 
fostered by middle leadership creating those opportunities.  
Competing ideas are ever-present in proprietary schools, and Ehrich et al.’s 
(2015) point is that leaders have to make a choice. The administrators at GPA must make 
sure that we are clear in our communications. As well, the rationale behind those 
decisions must be ethical and well thought out.  
Chapter 2 Conclusion 
This chapter looked at leadership frameworks for understanding change, analyzed 
organizational information, and presented data to select the best change path to improve 
teacher retention at GPA. It looked at critical and valuable theories, such as SDT. 
Through the lens of SDT (Aelterman et al., 2019), I looked at transformational leadership 
and how this has been my personal agency at GPA. Five possible solutions were 
proposed to solve the problem of practice. Through Cawsey et al.’s (2016) change path 
model, a solution was chosen: adopting strong hiring practices, coupled with forming a 
mentorship program. The next chapter outlines a plan to implement, monitor, and 
communicate the change process.  
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Chapter 3: Implementation, Evaluation, and Communication  
In this chapter, the focus is on the implementation, evaluation, and 
communication of the change that will occur. The best solution selected for GPA was to 
improve our hiring practices and then develop a strong mentorship program that begins 
before the new teacher even arrives at GPA (Strong, 2009). In so doing, we would secure 
candidates who demonstrate a greater commitment to the school and provide a 
comfortable environment for them from the outset of their employment. Included in this 
chapter is the change implementation plan, based upon Cawsey et al.’s (2016) change 
path model, shown in Figure 4. I reflect on the change path model to guide the proposed 
change and explain how it relates to SDT. Within the change implementation plan is a 
timeline for various points in the change process. The plan lists the key stakeholders who 
will be leading the change and includes opportunities for reflection, so that modifications 
can be made along the way as necessary (Kahn, 1990).  
Additionally, embedded in the plan is the author’s agency, indicating where and 
in what ways I can best support the change initiative. Sass et al. (2011) stated that strong 
bonds between administration and staff can lead to better overall retention, so an 
evaluation of my agency is crucial. The conclusion of this chapter focuses on how GPA 
could further advance its retention through recruitment and mentorship. 
Change Implementation Plan 
The goal of this OIP, as discussed in the previous two chapters, is to develop and 
implement a plan that will lead to better teacher retention at GPA, a proprietary school in 
Asia. For the purposes of this document, positive teacher retention is defined as 80% of 
teachers staying past their initial two-year contract. Heineke et al. (2014), in a similar 
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vein, measured retention in terms of having 80% of educators stay within the institution 
for three-plus academic years.  
Key pieces for this plan to be successful will be improved and enhanced hiring 
practices and a strong mentorship program. Improved teacher retention will undoubtedly 
impact the culture of the school. As Rhodes et al. (2004) argued, “Morale is related to an 
individual’s pursuit of goals required for the realization of self-concept” (p. 42). Positive 
school mentorship programs, in which teachers are supported in their goal pursuits, lead 
to these stakeholders having a greater sense of self-worth and feeling they are doing a 
good job. According to Kadji-Beltran, Zachariou, Liarakou, and Flogaitis (2014), a 
mentorship program based on trust also allows for a positive culture to blossom. This 
atmosphere of camaraderie contributes to sustained teacher retention (Callahan, 2016). A 
mentorship program supports these goals (Gilbert, 2005).  
Table 2 illustrates the mentorship program phases with the goal of improving 
teacher retention. Given the importance of planning ahead, Table 2 shows that initial 
activities should start out in the previous academic year, between January and June. This 
phase lays the groundwork so that when new educators are hired, it is easier to make 
them feel welcome and heard. First off, it is important to speak with returning teachers to 
see who would be a good fit as a mentor teacher and who would like to volunteer to help 
out. Based on subject matter and personality, new hires could then be matched with 
returning teachers.  
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Table 2 
Change Implementation Plan for Mentorship Program 
Phase Time frame Activities 
1 January–June of 
previous academic 
year (When new 
educator is hired) 
• Speak with returning teachers to discuss the goals of 
the program and see if there are volunteers.  
• Partner new hires with returning teachers.  
• Send out Teacher Handbook.  
• Have an informal discussion about needs.  
• Set regular check-in times.  
• Discuss group norms. 
2 July–August • Regularly check in with new hires. 
• Provide orientation and team-building opportunity.  
• Positive orientation is crucial for trust-building, and 
there is a direct correlation to retention (Odland & 
Ruzicka, 2009).  
• Distribute all orientation material, including 
orientation handbook (Serpell & Bozeman, 1999).  
• Add new hires to social media and mobile phone 
texting group. 
3 September–June • Continue weekly check-ins with the mentor.  
• Discuss academic and social goals. 
• Meet regularly. According to Steiner and Kowal 
(2017), data show that the more face-to-face contact 
that a mentor has, the more successful the 
relationship.  
• Document meeting notes, available only to mentor, 
mentee, and administration. 
 
At this point, moving into July and August, the next phase would begin. The 
mentor and mentee could strike up a relationship and continue to have informal check-
ins. Moving to a new country involves culture shock and many adjustments. In addition 
to orienting new hires to school culture and what works well at the school, the mentors 
could pass on important information about what to expect in terms of language, shopping, 
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housing, and medical matters, as well as all the myriad questions in between. Upon the 
new hire’s arrival at orientation, relationships would have already been formed, 
icebreakers would be easier, and orientation would likely be more successful. New staff 
could dive right into school life and concentrate on their time in the classroom as 
discussions would already have covered their questions about the school, school 
demographics, life in the city, and country-level considerations. There is an emphasis on 
relationships. Building these relationships and illustrating their link to retention can 
signify to ownership the importance of such a program.  
The third phase of the mentorship implementation program takes place from 
September to June. During the school year, regular meetings are essential. Steiner and 
Kowal (2017) stated that face-to-face meetings help solidify bonds and influence the 
success of the mentorship. This routine can help with regular goal setting and check-ins. 
A lot can happen between September and June, so discussing how goals are evolving is 
crucial. What data are needed, what actions are realistic, and what are the evolving 
interests of the new teacher? I have been in both positive and negative goal-setting 
programs. The ones that were negative were those that simply phased out because 
meetings kept getting pushed aside, and both parties were simply “too busy” to continue. 
Conversely, programs that built in meetings and accountability worked, and the goals 
were accomplished. 
Table 3 outlines the responsibilities of the three main stakeholder groups for the 
mentorship program: mentor teachers, mentee teachers, and administrators. It illustrates 
that all stakeholders involved in the goal-setting process need to make sure that their 
weight is pulled in order for the program to be successful. All stakeholders have an 
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important role and have opportunities themselves for growth. Mentor teachers need to 
ensure that communication is initiated, that they facilitate the weekly check-ins, and that 
they give honest feedback during those sessions. The mentee teachers need to be 
committed to the process, set realistic goals, and work to achieve them. Administrators 
must stay involved in the process. They should facilitate program execution by making 
sure schedules are being adhered to, resolving any potential conflict, and even enabling 
the achievement of a goal, such as by organizing professional development opportunities.  
Table 3 
Stakeholder Responsibilities for Mentorship Program  
Stakeholder Responsibilities 
Mentor teachers Contact mentee prior to arrival.  
Answer questions and provide information.  
Conduct weekly check-ins.  
Evaluate whether goals are realistic; follow up on them. 
Provide coaching and mentoring (Scherer, 1999). 
Mentee teachers Contact mentor prior to arrival.  
Attend weekly check-ins.  
Set and work toward realistic goals. 
Administrators  Reach out to all returning staff about potential mentor teachers.  
Conduct biweekly check-ins with mentors. 
Facilitate dialogue between mentor and mentee as needed. 
Assist with goal realization as appropriate. 
 
Stakeholder reactions. Resistance can often stem from a perceived change in the 
agency of a stakeholder, specifically one’s power and the ability to control circumstances 
(Lucas, 2000). Better teacher retention, which will help improve school culture, will 
likely be met with a mixed level of acceptance. Stakeholders in the GPA context include 
students, foreign hire teachers, local teachers, foreign hire administration, local 
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administration, and parents (see Table 4). To realize the goals and priorities listed in this 
OIP, it is vital to understand the various stakeholders and their potential resistance and 
reactions to this change.  
Table 4 
Possible Stakeholder Reactions to Improved Teacher Retention Solution of Mentorship 
Program 
Stakeholders 
Potential outcomes they 
may see as negative  Ways to cope and readjust 
Students and 
parents 
Lack of variety of teachers 
at a small school. 
Emphasize the community that can be 
formed with teachers who stay for longer. 
Foreign and 
local hire 
teachers 
Promotion may be seen as 
less likely within a system 
that encourages teachers to 
stay. Some may object to 
the time investment in a 
mentorship program. 
With my emphasis on transformational 
leadership, it can be made clear that any 
promotion at GPA will be based on merit. 
Planned and dedicated time across the 
school will allow the program to become 
part of the fabric of the GPA calendar. 
Foreign and 
local hire 
administrators 
The investment of time, 
human resources, training, 
and materials that would 
go into the mentorship 
program and redefining 
hiring policies.  
Author will argue that streamlining the 
hiring process now will save those 
resources in the future. Mentorship will 
allow for better morale and stronger 
bonds within the staff.  
Ownership 
group 
The cost of recruitment 
and mentorship in terms of 
both finances and time. 
While there is a cost associated with 
using a recruiter, this one-time fee will 
attract candidates who are keen on 
staying, lowering overhead in the long 
run.  
 
Although teacher retention overall is positive for the school, it is important to try 
to mitigate negative reactions from within the community. Table 4 illustrates some of 
these potential reactions. Students and parents might see a lack of diversity coming into 
the school if teachers stay for a long time. An important aspect of communication within 
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my agency is to emphasize that having teachers stay longer will help improve 
community, teaching outcomes, and infrastructure within the school. 
Teachers may be concerned that their opportunities for promotion would be 
reduced if their colleagues are staying for longer time periods. In contrast, studies have 
shown that higher engagement leads to improved satisfaction and interaction at the 
workplace (Schaufeli & Bakker, 2004), and SDT suggests that teachers are content when 
they are doing a good job (Sorenson & Garman, 2013). Promotion should thus be based 
on merit, not length of tenure, and this practice should address teachers’ concerns.  
There also might be some frustration from foreign and local administration due to 
the investment of resources into instituting a mentorship program and tweaking the 
current hiring practices. However, over time, data should show that as these programs are 
built up, the community becomes that much stronger, with the gains outweighing the 
initial costs. The ownership group, being at a proprietary school, also may be frustrated at 
the financial aspect of using recruiters. Again, the justification here is that the use of a 
recruiter attracts a more desirable candidate, who teaches better and stays at the school 
longer, offsetting the upfront investment.  
Supports and resources needed. Many resources are needed in order to 
implement this OIP’s change implementation plan. These resources can be organized into 
three categories: technology, time, and staff support. Technology is a major support that 
is needed because educators from all around the globe will be contacted well before they 
arrive at GPA. Document sharing services, regular access to email, and messaging 
services are all necessities for a mentorship program to run smoothly.  
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Time is also a major factor because the earlier that an educator can start a 
mentorship program, the sooner he or she can start to feel comfortable within the school. 
As outlined by Odland and Ruzicka, (2009), a proper mentorship program is one that 
includes time for mentors and mentees to get acquainted with one another and draw on 
that professional connection. Burnside (2019) has argued that familiarity can also help 
improve confidence. This has a direct relationship with mentorship programs, because as 
comfort increases, so does confidence. As a result, a stronger educator emerges in the 
mentee. 
Staff support and leadership support are major investments that will be needed to 
improve teacher retention. GPA recently started completing and documenting staff exit 
interviews, in order to gauge reasons for departure. This type of information, in addition 
to demographic data, needs to be recorded and kept organized. Through the 
implementation and maintenance of better staff records, foreign and local administration 
could analyze trends to understand how long the average teacher stays and for what 
reasons they leave. These data would provide the groundwork for adjustments to the 
school culture that could allow someone to feel more welcome and to desire to stay 
longer, thus improving staff retention. 
Potential implementation barriers. Three potential implementation barriers are 
systemic racism, ageism, and financial constraints in the current work environment. The 
first two barriers may be particularly difficult to overcome. In the country in which GPA 
is located, bias based on age and race is still prevalent. For example, according to local 
bias, English language instruction for the local community is best taught by an older 
Caucasian teacher.   
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When it comes to ageism, in this particular country, there is a widely held 
perception that older implies wiser. This ageism is part of the hierarchy of the school 
culture. A balance between older staff and younger staff is extremely important. Not only 
does having a balance create opportunities for experienced mentorship, but it also 
provides a platform for new, innovative ideas (Edmonds, 2016). Although the “older is 
wiser” mentality exists, the inverse for hiring is actually applied at GPA. The reason is 
simple: younger teachers tend to be cheaper to hire because they are lower on the GPA 
salary scale, which is based upon experience. Ideally, candidate recruitment would be 
based on hiring the best person for the job, regardless of where that person fell on the 
payment scale (Guarino, Santibañez, & Daley, 2006). 
Ahmed (2012) noted that racism has an impact on hiring and perceived bias. 
According to the Australian government’s anti-racism handbook (Chambers & Pettman, 
1986), “Cultural racism comes as the luggage of our [people’s] history, our language and 
probably our class structure” (p. 97). In GPA’s home country, there is a community 
preference for lighter-skinned candidates. This preference is unethical and has 
necessitated frank conversations with the owners of the school. One practice that is 
socially accepted in GPA’s home country is to attach pictures to resumes and curriculum 
vitae. I believe one way to avoid racist and ageist hiring practices is to make attaching a 
photo a voluntary part of the application process. If a prospective candidate were to 
attach a picture, which is standard practice in Asia, the administrative team could make it 
a standard practice to remove any photo before the process of reviewing resumes begins.  
Another obstacle can be the financial constraints of using a professional and 
reputable recruiter. Of course, recruiters add an additional layer to improve the hiring 
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process. Not only are candidates vetted ahead of time, but often police checks, teaching 
evaluations, and references are provided to the administrators. A solution to this issue 
would be compiling this information and practices into the school’s administration 
manual. There should be a set budget available for the use of recruiters for each hiring 
period. Not using these allocated funds can be seen as a bonus to ownership, but 
maintaining this budget is essential to the change implementation plan.  
Change Process Monitoring and Evaluation  
What must be done to improve teacher retention at GPA is to establish an 
environment and atmosphere where teachers feel successful. Part of achieving this 
outcome is being able to monitor and evaluate the change implementation plan. As 
discussed in Chapters 1 and 2, the best plan of action for analyzing, monitoring, 
evaluating, and changing teacher retention is Cawsey et al.’s (2016) change path model. 
The major reason for this is that administrators and mentor teachers alike can take pause 
and go back a few steps (Wang & Odell, 2002).  
Mentor teachers are there to support new hires. Realizing that a teacher’s goals 
may change throughout the course of an academic year, it is important to have those face-
to-face interactions for teachers to feel supported (Steiner & Kowal, 2017) and to adjust 
as needed. Teaching can involve personal, academic, student, or coworker goals. It is up 
to the mentor teacher to schedule those discussions and to the administrator to make sure 
those discussions are taking place. Administrators could possibly assist in the process by 
organizing professional development and giving feedback. 
When teachers are designing goals for their own professional development, they 
must ensure that there is flexibility, understanding that goal setting should be fluid as the 
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year goes on to address ever-changing needs. Part of this goal setting at GPA could 
involve use of the book The Highly Effective Teacher: 7 Classroom-Tested Practices 
That Foster Student Success (Marshall, 2016). Marshall’s (2016) book utilizes a self-
assessment tool to help teachers assess strengths and weaknesses in their teaching. This 
tool could be utilized by all staff, but especially in the mentor–mentee relationship. As 
mentioned, Kotter’s (1996) eight-stage change process was considered for monitoring 
and evaluation, but it is too structured and linear for a situation where a teacher’s goals 
must be in flux.  
Both monitoring and evaluation are extremely important, as they allow for 
changes to be made. In this OIP, monitoring is defined as the collection of immediate 
data to decide if any changes or modifications need to be made to the process. In contrast, 
evaluation is the analysis of that personal data. Donnelly and Kirk (2015) devised the 
PDSA model (Plan, Do, Study, Act) as a framework for effective change management 
(see Figure 7). Monitoring and evaluation fall into the study and act portions of the 
model.  
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Figure 7. The PDSA Model. 
Adapted from “Use the PDSA for Effective Change Management,” by P. Donnelly and 
K. Kirk, 2015, Education for Primary Care, 26(40), p. 279. Copyright 2015 by Taylor & 
Francis. 
 
At GPA, the first step of applying the PDSA model (Donnelly & Kirk, 2015) 
entails partnering new teachers with preselected mentors and discussing future needs (see 
Figure 8). This planning phase allows veteran teachers of the organization to step up if 
they feel so inclined, or are asked, and are therefore recognized for their great work by 
the administration. As outlined by Mancuso et al. (2010), overseas administrators are so 
much more a part of the lives of their teachers. Prior to the mentee travelling to the new 
country, a mentor could discuss culture shock and moving to a new country. The mentor 
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and mentee would then move into the do portion of PDSA. They would create regular 
check-in times and set collaboration norms around teaching goals. D. Meyer (2015) of 
Elmhurst College in Illinois defined teaching goals as being routine, engaging, authentic, 
and long-lasting.  
 
Figure 8. PDSA Plan for GPA. 
Monitoring the change at GPA following PDSA (Donnelly & Kirk, 2015) would 
begin once new teachers have arrived, in the act phase of the model (see Figure 8). For 
example, a mentor teacher could sit with the mentee to discuss goal setting and review 
school and personal data to see what goals are realistic. The evaluation component, 
corresponding with the act portion of the PDSA model, is extremely important to 
determine if a goal is considered successful. It would include discussion of any revisions 
for goal setting and development of new goals. Evaluation, and adjustment as needed, 
would continue as mentors and mentees check in with each other throughout the 
mentorship. 
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In Chapter 1, teacher retention at GPA was defined as 80% of teachers staying 
past their initial two-year contract. However, as Finster (2015) noted, turnover and 
retention can be both effective and ineffective (see Figure 9). The retention of effective 
teachers in addition to the turnover of ineffective teachers equals healthy, functional 
retention. However, unhealthy, dysfunctional retention can result when the retention of 
ineffective teachers is combined with the turnover of effective teachers. Thus, it is also 
important to measure the factors that are leading to retention. 
Figure 9. Healthy and Unhealthy Retention Factors. 
Adapted from M. Finster, Identifying, Monitoring, and Benchmarking Teacher Retention 
and Turnover: Guidelines for TIF Grantees, 2015, p. 47. Copyright 2015 by U.S. 
Department of Education.  
 
Finster (2015), from the Department of Education in the United States, suggested 
a number of factors should be measured to lead to proper teacher retention. It is the 
perfect list to help develop teachers’ goals (Abele & Spurk, 2009). If a teacher wants to 
work on an area that overlaps with this list, then the likelihood of job satisfaction will be 
higher. Finster stated that teacher retention can be measured at the teacher level, the 
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school level, the district level, and through contextual factors (2015, pp. 20–21). Gay, 
Mills, and Airasian (2012) echoed and emphasized the idea that more than one metric is 
extremely important when making positive change within schools (p. 194). More than 
one metric allows for the school to measure a few times and compare data. More than one 
metric can be contextually valid.  
The Government of Ontario (2015) in its audit of the internationalization of its 
curriculum found that goal setting for teachers—for example, improving reading scores 
in a Grade 1 class—was the number one reason for staff satisfaction. Finster (2015) 
subcategorized the teacher level into six subfactors, the school level into four subfactors, 
the district level into three subfactors, and contextual factors into two. For the purposes of 
this OIP, with GPA being a school owned independently, all of these levels and 
subfactors from Finster (2015) were considered. However, the district level was removed, 
as it does not apply. There is a loose affiliation in schools within neighbouring countries 
based on a curriculum; however, a teacher’s change to one of these schools would not be 
considered retention within the GPA organization.  
Measuring from the teacher level. From the teacher level, all six subfactors are 
important to measure: demographics, preservice experience, qualifications, experience 
levels, ability and performance levels, and psychological factors (Finster, 2015). As 
previously mentioned in Chapter 1, context is everything within international education. 
Measuring individualized factors helps administration understand an individual teacher’s 
point of view and likelihood of making a strong contribution.  
Demographics. The first of Finster’s (2015) six factors is demographics. Hiring 
the best possible candidate is important for any role, and certainly that is the case when 
SUPPORTING TEACHER RETENTION  76 
 
educating children. We are entrusted with students, and we are here to serve them. Do 
demographics contribute to someone being a “leaver” (Heineke et al., 2014)? 
Unfortunately for GPA, the aforementioned challenges of racism and ageism have been 
constraints when hiring. For example, there was ownership hesitancy to hire American-
trained teachers of the local culture. Additionally, age is an important factor within the 
cultural context. The staff roster includes some young educators, who regularly discuss 
their ambitions of moving on. On the other hand, some teachers are nearing retirement 
and are saving their wages accordingly. They have committed to staying for a five-year 
work term for this reason. The current principal and I have been adamant about hiring 
and keeping the best qualified candidates, regardless of age or race, but this is a recent 
practice, not yet entrenched at GPA. Even so, the ownership group has become more 
accepting of this approach as the benefits continue to accrue. 
Preservice experience. The second factor that Finster (2015) discussed is an 
educator’s preservice experiences. With educators coming from all across the planet, the 
types of teacher certification and training program are important for GPA to document to 
determine which ones best suit retention in different circumstances. Some teacher 
training may be better suited to a particular home country, for instance, than to 
international teaching. Current data at GPA illustrate that teachers with a foundation in 
inquiry-based education—for example, those who study the primary years’ program 
within the International Baccalaureate framework, International Primary Curriculum, a 
few select Canadian provinces, as well as Australia and New Zealand—have a better time 
when adjusting. This observation comes from informal and formal dialogue with current 
staff. Teacher engagement in turn affects how those teachers interact with students and 
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staff (Parker, Martin, Colmar, & Liem, 2012). One former mentor of mine once said that 
he loved working overseas because “teachers are bringing practice from all over the 
world into one place” (E. Webb, personal communication, October12, 2016).  
Qualifications. Finster (2015) also suggested measuring the types of 
qualifications that educators have. This would be an extension of preservice experience, 
“to assess differences and teacher retention by types of qualifications” (Finster, 2015 p. 
20). Qualifications are extremely important for teachers, and they tie into the issue of 
international school legitimacy raised by Bunnell and Fertig (2016). Additional 
qualification courses and basic qualification courses, as well as certifications by 
internationally recognized programs (such as the International Baccalaureate 
Organization, Google Education, Apple Education), can all integrate with a teacher’s own 
goals. Professional development of teachers would also benefit GPA, not only because 
they would be better teachers, but because those who are more qualified tend to stay 
longer (Ingersoll, 2001). 
Experience levels. Teachers’ experience levels are also an important element for 
those leading the organization to analyze (Finster, 2015). Are younger or older teachers 
departing GPA? Experience has a strong connection to the goals that a mentee teacher 
would have. It also may impact the finite number of mentor teachers needed in order for a 
mentorship program and goal-setting to run effectively. 
Ability and performance levels. Ability and performance levels are likewise key 
areas to document (Finster, 2015). They need to be cross-referenced with the teachers 
who are leaving and those who are staying (Jurewicz, 2017). Teachers with higher scores 
and rankings are those who research best practices and who are constantly developing 
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their communication skills. These are the educators we would like to keep at GPA. As 
Finster (2015) stated, it is important to gauge the extent to which high and low 
performers are staying or leaving (p. 21). This idea ties Silbiger and Pines’s (2014) 
findings on managing teacher burnout. Prescreening candidates when hiring and then 
setting goals in the mentorship program are two practices can both mitigate against 
burnout and help improve performance levels.  
Psychological factors. The last of Finster’s (2015) teacher-level subfactors are 
psychological factors. As mentioned in Chapter 1, and earlier in Chapter 3, establishing 
contact with new hires early on and resolving concerns about moving to a new country 
are extremely important when dealing with international education. Additional 
psychological factors that are crucial to analyze include commitment to the organization, 
satisfaction in the job, and intentions about turnover. Serpell and Bozeman (1999) argued 
that there is a psychological element as to how induction programs are run. At GPA, 
these psychological considerations can be addressed in proper goal-setting and hiring 
practices, as outlined in this OIP.   
Measuring from the school level. The above section looked at data pieces from 
the individual teachers themselves. Finster (2015) went on to suggest that next it is 
crucial to look at school-level factors. He suggested breaking down data into school-level 
demographics, school climate, performance levels, and leadership support. The British 
Columbia Principals’ and Vice-Principals’ Association (2019) also advocated for this 
type of breakdown. They argued in their leadership models that breaking things down 
into subcategories improves analysis and therefore outcomes.  
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School-level demographics are important to track over time (Finster, 2015), as 
GPA needs to see if there is a correlation between specific grade levels and teacher 
turnover. This information would inform what next steps should be taken or whether 
more resources should be filtered into certain sections of the school, such as the EAL 
department. Understanding these demographics then overlaps with school climate 
surveys. Are more teachers departing in the middle school grades? If so, why? Although 
no data have been collected, through observation the author has noticed that there is 
higher turnover in the middle school, possibly because it does not have the resources that 
the elementary school has. Through informal conversations, teachers have indicated that 
this discrepancy leads to them not feeling supported by the school, which is a factor in 
retention (Lim & Eo, 2014).   
Fullan (2015) has postulated that in an Ontario context, leadership within a school 
has a direct link to student achievement. I would argue that the same holds true at GPA. 
The Western administration is often the direct link to teachers; teachers voice their 
thoughts, feelings, and emotions to these administrators. Although there may be no 
district levels at GPA, this is substituted at GPA with the ownership tier, so middle 
leadership has a similar role to principals and vice principals in Canada. 
With the school climate, through staff surveys and exit interviews, we have an 
ability to “assess the influence of school climate on teacher retention and turnover” 
(Odland & Ruzicka, 2009, p. 21). Results of these regular surveys, which under this plan 
would be implemented at GPA in January and June, would allow for an analysis of 
retention and course correction as warranted.  
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Finster (2015) also discussed performance levels and how academic scores can 
intricately tie into teacher retention. For the purposes of this OIP, an academic score 
would refer to a standardized test result. For example, with youth in the elementary wing 
of GPA, a developmental reading assessment is used three times annually to track reading 
scores. Additionally, a measure of academic progress, The Northwest Evaluation 
Association Measure of Academic Progress (MAP) testing, passed out of the United 
States, is also used twice annually. Over a three-year cycle, GPA administrators would be 
able to discern whether higher teacher retention leads to different scores on these 
assessments.  
As evidenced in previous research (Finster, 2015; Knight, 2009; Odland & 
Ruzicka, 2009), leadership support is often the most important reason for teachers to stay 
within a school community. Educators want to feel valued and supported above all else. 
Through evaluation, mentorship, and twice-annual leadership surveys, leaders at GPA 
would be able to discern what areas they are able to support. Additionally, one-legged 
conferences (brief check-ins) and informal discussions could act as barometers for ways 
that staff can be supported.  
Finster (2015) has also suggested that some district-level factors affect teacher 
retention. Given that GPA is a proprietary school in Asia, the school is not part of a larger 
district. However, some of these district-wide decisions, such as salary, would fall within 
school contracts and bear consideration. 
Compensation policies. Compensation is one factor that in the United States falls 
within the local school district (Finster, 2015); however, in overseas education, it often 
falls on the individual school itself. Tracking changes to the salary grid, as well as the 
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addition or subtraction of benefits, would help GPA administrators know if there is a 
direct correlation between teacher retention and finances.  
In-service opportunities. In-service opportunities are another factor to consider 
with teacher retention (Finster, 2015). Such opportunities should be mapped with staff 
surveys as well as a yearly list of what professional development opportunities are 
mandated or available. Dudar, Scott, and Scott (2017) stated that there should be an 
emphasis on professional development, which can lead to better teacher satisfaction. 
Professional development surveys and questionnaires could gather data that would allow 
administrators to correlate satisfaction specific to professional development with 
retention.  
Finally, Finster (2015) suggested that contextual factors, which include economic 
and perceived economic opportunities and federal and state policies, influence retention. 
With economic opportunity and perceived alternative employment opportunities, the 
Asian city in which GPA is situated has over 100 international schools. In addition, the 
local government runs English language programs and English classes. The opportunity 
for other positions is abundant. It is important therefore to know when GPA educators are 
lost to direct competitors by cross-referencing the data of those who stay in the city or 
country. Skaalvik and Skaalvik (2009) echoed Finster’s argument that context is crucial. 
Understanding GPA’s role within the community and its surrounding local and 
international influences is important to gather the full picture of teacher retention.  
In terms of Finster’s (2015) acknowledgement of federal and state policies, 
international educators must respect local laws and policies just as they would in their 
home countries. Neighbouring countries to the one in which GPA is located often impose 
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age restrictions that inhibit older educators from obtaining visas. These educators may 
have retired from a career in their home country but are hoping to teach for a few more 
years. People often come to teach in GPA’s country for this reason. Additionally, some 
jurisdictions require both a foreign teaching license (such as from Canada, the U.S., or 
New Zealand) as well as a local one to comply with local government regulations. 
Communicating the Need for Change 
There are many stakeholders in the GPA community, and as a result, 
communication is imperative (Klein, 1996). Table 5 illustrates stakeholder discussions 
that could occur and when they might happen.  
For teachers, the plan for the mentorship program will be outlined immediately 
upon their hiring. This tactic is to make sure that they are aware that goals will have to be 
met. Additionally, staff will be acknowledged for meeting goals and working with their 
mentors when success is had. Internal communication—such as GPA’s Monday morning 
memo or a specific acknowledgments section of the internal communication—will give 
the opportunity to recognize such successes. 
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Table 5 
Stakeholder Discussions 
Stakeholder How What  Why When 
Teachers Check-ins; 
Monday 
morning 
memos  
Discuss some of 
the initiatives 
and goals 
teachers could 
have.  
Provide 
emotional 
support  
Prior to being 
hired, biweekly 
with a mentor 
teacher 
Western 
administration  
Check-in with 
both mentors 
and mentees 
Discuss how the 
administration 
can be 
supportive.  
Offer support to 
outline how the 
goals are 
progressing  
Biweekly 
Local 
administration  
Check-in with 
both mentors 
and mentees  
Discuss how the 
administration 
can be 
supportive.  
Offer support to 
outline how the 
goals are 
progressing 
Biweekly  
Parents Monthly 
parent 
mornings  
Discuss some of 
the initiatives 
that are going on 
at the school.  
Outline progress 
through 
discussion and 
presentations 
Monthly 
Students Class time  Discuss some of 
the initiatives 
that are going on 
at the school.  
Outline progress 
through 
discussion and 
presentations 
Bimonthly  
Ownership Monthly 
leadership 
meetings 
Discuss some of 
the initiatives 
that are going on 
at the school.  
Outline progress 
through 
discussion and 
presentation 
Monthly 
 
Western administration will also have biweekly check-ins with mentors to make 
sure all is going smoothly. Being a mentor can be a challenging task in itself. Mentors 
must be able to debrief as well as discuss communication with mentee teachers, and 
Western administration will be able to support this process. 
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Local administration will be debriefed during weekly administrative meetings. 
Local administration will also act in a similar role to the Western administration, but for 
local language teachers. Here educators will be able to feel free to use their own 
language. This weekly meeting will also serve as an opportunity for the local 
administration to be involved in the goal setting process and have both face-to-face 
communication and direct supervision, as outlined by Klein (1996). 
The parent community in GPA is supportive and will be made aware of the 
mentorship program through parent mornings, which are held on the first Wednesday of 
every month. Although individual teacher goals would not typically be explicitly stated to 
parents, it would be a great chance for the Western and local administration to discuss the 
great things that are happening at GPA. Some of the questions that might arise from a 
school mentorship program will indeed be what happens when a teacher does not meet 
these goals. Teachers would not be expected to always be successful, yet it would be 
expected that they discuss with their mentor the reasons for any shortcomings.  
Communication domains. According to Armenakis and Harris (2002), for 
change to be effective, communication is essential. They outlined five domains: 
discrepancy, efficacy, appropriateness, principal support, and personal valence. For 
communication at GPA to be effective, it must embrace these five domains. I discuss 
each domain in more detail below.  
Within the purposes of the OIP, communication is viewed through a social 
constructivist lens. Creswell (2014) stated that the social constructivist worldview is one 
that is based on interactions with others. This is where a peer mentorship program falls 
and where follow-up communication to all stakeholders must fall as well. 
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According to the social constructivist lens, sound decisions are based on social 
interactions. For this reason, Armenakis and Harris’s (2002) key change message 
components are essential to the successful execution of this plan at GPA. As well, an in-
depth analysis of the future considerations of the mentorship program could be explored. 
For the social constructivist, these interactions help guide and shape the decision-making 
process. The domains from Armenakis and Harris can help act as barometers as to 
whether I am having effective and efficient communication or not. 
GPA should make sure to utilize these five domains as a strategy for effective 
communication across the organization. Communication is essential to help shift 
mentalities and focus where change is needed (Creswell, 2014). According to Keaton and 
Bodie (2011), the world in which individuals find themselves situated begins to take 
shape when communication is introduced. By this, the authors mean that the social milieu 
is needed in order for things to function and come to fruition.  
To make sure that communication with all stakeholders is efficient, I will rely on 
Armenakis and Harris’s (2002) five key change message components. The first domain is 
the discrepancy component, which addresses the disconnect between the desired state of 
affairs and the actual state of affairs. Within the discrepancy domain, it is important to 
outline and clarify this disconnect. For example, in the case of implementation of the 
mentorship program, when mentor teachers are matched with incoming teachers, 
outlining a sense of belonging and fostering agency will be vital. As outlined by Dove 
(2004), when there is a goal of contributing to the overall health of an organization or 
community, a sense of belonging makes things much more real for those participating in 
the endeavour. 
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Delineating the benefits of the mentor–mentee partnership to the ownership group 
and local administration will foster their buy-in and in turn improve teacher retention. 
Chapter 1 described a gap analysis, which detailed where GPA is and where it would like 
to be in terms of teacher turnover. As a bottom line, retaining teachers is a cheaper option 
than having to rehire so frequently, and this reality will be outlined to the ownership 
groups. 
As previously mentioned, cultivating a sense of belonging is essential (Dove, 
2004). Such belonging directly ties into Armenakis and Harris’s (2002) second 
component, efficacy. This component looks at an individual’s perception of both the 
organization and its members in fulfilling a goal, and it speaks to self-confidence. As 
well, SDT discusses self-worth and satisfaction within a position. Part of the change 
implementation plan is to reach out to potential mentor teachers before the new academic 
year begins. Having a chance for staff to either (a) come forward or (b) be selected 
creates a scenario in which teachers feel empowered to do a good job. According to SDT, 
this empowerment will also help the overall health of the school. The more that someone 
is invested within an organization, the higher that person’s self-worth and satisfaction 
will become (Jang, Kim, & Reeve, 2016). 
The third domain of effective communication is appropriateness (Armenakis & 
Harris, 2002). This domain encapsulates Ingersoll and Kralik’s (2004) finding that a 
proper teacher mentor program has a major effect on teacher retention. Through a mentor 
program, teaching practice can be improved, and teachers can feel that they are growing 
and contributing to the community. Most important, these contributions allow teachers to 
be involved in the school community and ultimately help their students. Student success 
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is directly impacted by teacher retention as a community starts to grow (Brewer, 1993; 
District Administration Magazine, 2016). 
The next domain for effective communication, according to Armenakis and Harris 
(2002), is principal support. This advice has been echoed by Sass et al. (2011) and Dove 
(2004). Their studies indicate that strong administrative support is one of the highest 
reasons for stronger retention. In my capacity as a vice principal, I need to have regular 
meetings with both mentor and mentee teachers. Additionally, the success of the goals 
that are set, whether they be classroom or school-wide goals, will be documented and 
recorded so that progress can be demonstrated to the ownership group. Celebrating wins 
in this way also strengthens school culture, which in and of itself will improve overall 
staff satisfaction (Dove, 2004). 
Finally, the fifth domain is that of personal valence, and it involves 
communicating the expected outcomes (Armenakis & Harris, 2002). The author believes 
that in this domain, there is a strong overlap with administration support. It is up to 
administration to be effective communicators, modelling the way and fostering a strong 
transformational leadership link. Administration must outline that a range of goals are 
expected of teachers while also documenting that we believe it is acceptable not to be 
successful in attaining all of them. However, having teachers know that they would not 
be penalized for falling short would allow them to strive to do their best. Strong support 
by administration builds a culture where staff want to stay (Cox, 2012). We must 
communicate with transparency that the reasoning for this program is to create a better 
school culture and retain more teachers. Administrative personnel come from different 
cultural backgrounds, and communications at the school have both Western and Eastern 
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influences. In this context, communication becomes paramount. It is important to 
acknowledge that we are working as a team and discuss our own goals, thoughts, 
feelings, emotions, and questions on the whole process.   
Armenakis and Harris (2002) also discussed three effective ways to communicate 
these domains: persuasive communication, active participation, and management of 
information. Persuasive communication tends to be more direct. At GPA, we primarily 
use a Monday morning memo, an internal messaging system, emails, and staff meeting 
agendas to communicate with stakeholders. All of these channels would be considered 
persuasive communications that will be used, and documenting the goal-setting journey 
of each teacher is extremely important.  
In terms of active communication (Armenakis & Harris, 2002), the proposed 
approach would foster an active communication strategy that involves staff. Dove (2004) 
suggested that when there is ownership of activities, teachers feel more inclined to have a 
positive response to the school culture. They feel more inclined to invest in the school. A 
goal-setting program for new teachers should develop precisely that sense of ownership 
and positive response. Mentors could give mentees advice and strategies to help them 
achieve a goal, such as improving reading scores; starting a new club, starting an art 
festival, or organizing a basketball team. 
Communication strategies. What also makes communication effective, 
according to Armenakis and Harris (2002), is to make sure that information is managed. 
There must be an audit of sorts to make sure a variety of methods are being approached. 
This aspect of effective communication overlaps well with the work of Klein (1996). 
Klein provided principles of organizational communication for groups to be successful 
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when implementing change. Below is a discussion of SDT and how it overlays with the 
mentorship program, as well as Klein’s communication strategies.  
Klein’s (1996) first principle is message redundancy. This strategy looks at using 
a variety of communication methods within an organization, so that there is little room 
for error. This idea ties to SDT because teachers need a chance to prove themselves (J. P. 
Meyer & Gagne, 2008). Within the context of this OIP, a mentor and mentee need to 
meet regularly and discuss progress to capitalize on making sure that goals and desired 
outcomes are incredibly honed and specific (Parker et al., 2012). 
The second communication principle Klein (1996) outlined is the idea of face-to-
face communication. This ideal method of communication ties in directly with a social 
constructivist view. Social constructivism is based on establishing and growing 
relationships. Through the author’s agency as a vice principal, I have been improving 
relationships with my coworkers through face-to-face communication. The mentorship 
program is founded in this principle, proposing weekly face-to-face check-ins.  
The third principle is focusing on the hierarchy (Klein, 1996). Within the context 
of GPA as a school, there is a hierarchy, as evidenced in Chapter 1. Ensuring all 
stakeholders are on board with the mentorship program, including those in charge, can 
lead to successful implementation. How, what, why, and when to communicate to the 
various stakeholder groups in the hierarchy are presented in Table 5.  
The fourth principle from Klein (1996) is direct supervision (p. 139). The author’s 
agency will be overseeing mentor–mentee relationships. Making sure that the proposed 
norms and deadlines are adhered to will be extremely important. Direct supervision could 
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also mean helping to mitigate any potential conflict. As outlined by Drath (2018), when 
rules are adhered to, success increases.  
Chapter 3 Conclusion 
This chapter outlined an in-depth protocol for the implementation, 
communication, monitoring, and evaluation of an OIP for teacher retention. This plan is 
based around improving teacher retention through a strong mentor–mentee relationship. 
It was outlined that the author is an advocate for SDT, meaning that left on their own, 
educators will want to do their very best for their students. A mentor–mentee relationship 
will help facilitate this, which will lead to enhanced job satisfaction. This OIP eventually 
addresses how strong mentorship programs can lead to better overall teacher retention at 
GPA.  
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Next Steps and Future Considerations  
In order to fully achieve satisfactory teacher retention, I recommend GPA should 
first improve hiring practices followed by three possible next steps: (a) articulate a 
growth plan, (b) examine retention of support staff, and (c) keep better records. Many 
resources will be needed in order to fully implement this OIP. The most crucial resource 
is the support of time. Not only is it important to sit down with foreign hires and local 
administration to come up with proper hiring practices, but in the case of GPA, a 
complete overhaul is needed. The time needs to be taken to completely work through and 
develop a protocol of hiring practices. In the absence of intentional hiring practices early 
in the process, work towards improving retention may be stilted.  
When it comes to the mentorship program, I believe that the next step would be 
hopefully generating enough interest amount returning teachers that we will remove the 
idea of volunteering for returning teachers and shift towards a proper application process. 
This would allow administration to be more selective with candidates and matching them 
with new teachers coming in. I also feel that professional development on goal setting 
will assist both mentors and mentees teachers throughout the year. After we see what 
types of goals teachers are interested in, this then can dictate what type of professional 
development we can use. Living in a well-known Asian city, there are lots of professional 
development opportunities at our fingertips, whether through hiring an organization, 
internal professional development, or even collaborating with other international schools. 
GPA currently finds itself in a situation where resumes are circulating to various 
desks and a variety of Google Drive folders, and no official hiring team is in place. Often, 
foreign hires are interviewed only by foreign administration, and local hires are hired 
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only by the local administration. This practice reinforces the division that exists in the 
administrative team. Realizing that everyone is an integral part of the GPA team, a more 
cohesive unit is needed. Creating cohesion requires time for all administration (foreign 
and local) to sit down and work through a hiring process together. Slowing things down 
to come up with a routine and create a system would allow for all stakeholders to voice 
what they see as valid in a teaching candidate and sculpt out a format that is inclusive and 
disciplined. Common interview questions and a set schedule of when and how to 
interview could be determined. Everyone could then work together as a team to look for 
these attributes and priorities when hiring.  
Investing the time at the outset to sit down and plan would save time and cost 
down the road. Fewer messages would be going back and forth between administrators, 
and anyone would be able to pick up the process at any point. As Chin (2015) stated:  
Understanding the interplay between teams in organizations is a question that 
entails extraordinary intricacy and complexity. As the organizational world 
continues to evolve to be more knowledge-based, more networked and more 
virtually and technologically sophisticated, the concept of leadership in teamwork 
has also evolved and expanded in important ways. (p. 205) 
A second major resource that is needed to improve teacher retention is financing. 
For foreign hire teachers, recruiting agencies are often an extremely effective way to 
recruit. In GPA’s home country, some foreign nationalities are considered more desirable 
to add to the faculty roster. Countries where English is a first language—such as the 
United States, Canada, Australia, New Zealand, Ireland, Nigeria, and South Africa—have 
an easier time, with education degrees being easily transferable in GPA’s home country 
(Odland & Ruzicka, 2009). Recruiting agencies make it easier to search because they 
have compiled databases, and the candidates’ credentials are already vetted. This hiring 
practice, however, costs money.  
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A next step GPA could take to improve retention would be to articulate a growth 
plan to upper administration and ownership that includes proper budgeting. Currently, 
GPA does not have a transparent budget for upper administration. As a result, questions 
abound as to what types of finances can be allocated towards recruiting fees or how much 
is available for professional development. A growth plan, which could be included in a 
three-year or five-year plan, could also include yet-to-be-implemented remuneration 
packages.  
Another major next step is to start looking at the retention of personnel within the 
school who are not educators. Through my personal observations and conversations with 
coworkers, I believe this step would lead to the improvement of morale. In my three 
academic years at GPA, there have been nine human resources representatives, for 
example, all with varying degrees of experience. I have been told directly that this 
turnover has led to many teachers feeling uneasy about the way the organization is run. 
Not only that, new employees have received different answers to the same questions, 
based on the representative’s previous experience and training. Reducing support staff 
turnover would alleviate such concerns and reduce misinformation and 
miscommunication.  
Finally, it is recommended that GPA keep more meticulous records in the human 
resources department. Yearly staff lists, exit interviews, and reasons for departure need to 
be kept readily accessible and on file. Implementing a better records-keeping system 
would allow for easier assessment of teacher retention and for examination of where 
improvements need to be made.  
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This OIP has explored the problem of practice by examining the current low 
retention of teachers at GPA and addressing the lack of a plan to retain them. Through a 
variety of lenses, including a social constructivist worldview, SDT, distributive 
leadership, and transformational leadership, the problem was analyzed. With a variety of 
solutions that are feasible and looking at them through the change path model of Cawsey 
et al. (2016), improving hiring practices and instituting a mentorship program will 
hopefully prove successful at starting to retain teachers at GPA. The proper 
implementation of this OIP could improve goal setting, grow team spirit, and improve 
camaraderie at GPA, all of which should ultimately enhance not only teacher retention, 
but also student outcomes. 
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